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Brian R. Mitra 
 
The community college has evolved since its inception in the early twentieth 
century.  Its mission has broadened to become a second chance for those who were 
unsuccessful in previous higher education attempts.  The phenomenon of reverse transfer-
the path of students who enroll in community colleges after being academically dismissed 
from a four-year institution - has not been fully explored. Research suggests a variety of 
reasons for reverse transfer, including lower tuition rates, shifts in educational goals, 
personal situations, academic difficulty, proximity, and course offerings. However, a 
holistic perspective of the reverse transfer experience does not exist. More importantly, 
previous studies did not provide a voice to this experience. 
This case study explored how successful reverse transfer students overcame 
failure, perceived their reverse transfer experience, and learned to navigate opportunities 
to succeed at the community college. Twenty-eight in-depth interviews painted a holistic 
  
picture of the reverse transfer experience and the learning and navigation strategies 
embedded in successful trajectories. The findings of this study demonstrated that not only 
was there an emotional impact on reverse transfer students following their dismissal or 
stop out and a perceived emotional toll for their parents, siblings, and significant others. 
These emotions served as catalysts to moving forward and were critical in students’ 
reflections of the reverse transfer experience. Knowledge attainment and skill 
development played pivotal roles in learning and success at the community college. 
Participants immersed themselves in community college by engaging in various campus 
activities and events to hone skills and attain knowledge. Finally, reverse transfer 
students faced personal and institutional impediments that hindered their success at the 
community college; in particular, participants described their assumptions of community 
college, fear of failing again, and lack of confidence as challenges. This study offered 
recommendations and implications for future research for adult learners, counselors, 
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“I've missed more than 9000 shots in my career. I've lost almost 300 games. 26 times, 
I've been trusted to take the game winning shot and missed. I've failed over and over and 
over again in my life. And that is why I succeed.” 
- Michael Jordan  
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This case study explored how reverse transfer students overcame failure, 
perceived their reverse transfer experience, and learned to navigate opportunities to 
succeed at community college. The term “reverse transfer” has been used in several 
ways, to refer to a group of students and to a particular academic trajectory.  Reverse 
transfer students are those at the undergraduate level or non-completers, i.e. students who 
start at a four-year institution or senior college and then transfer to a two-year institution 
or community college (Kajstura & Keim, 1992; Townsend & Dever, 1999).  More 
recently, the term “reverse transfer” has been used to denote a process in which students 
earn associate’s degrees by completing courses at a baccalaureate institution then transfer 
to the community college (City University of New York - Reverse Transfer, n.d.). The 
focus of this study was successful undergraduate reverse transfer students who failed 
academically or stopped out of a four-year college-university and subsequently enrolled 
and succeeded at a two-year community college. Success was defined as those who made 
significant progress towards (45 credits or more) or achievement of an associate’s degree. 
  
2 
Participants for this case study were selected from Kingsborough Community College, a 
large urban community college within the City University of New York (CUNY) system.  
Over the past five decades, reverse transfer students have evolved into a 
population that significantly impacts the community college, both philosophically and 
financially (Brimm & Achilles, 1976; Hillman, Lum & Hossler, 2008; Hossler et al., 
2012a, 2012b; Kajstura & Keim, 1992; Townsend, 2000, 2001). The “reverse transfer” 
descriptor captures these students’ unique educational pattern, which is opposite that of 
the traditional baccalaureate degree attainment pipeline (de los Santos & Wright, 1990). 
Upon graduation from high school, reverse transfer students had met the minimum 
requirements (SAT scores, grade point averages [GPA], and entrance exam scores) to be 
accepted into a four-year college-university. However, once enrolled at four-year 
institutions, these students performed poorly and consequently were academically 
dismissed or stopped out. Literature and research in this area suggested that many 
students who entered a community college for a “second chance” or “last chance” at 
higher education increased their GPA, are retained at the community college, and/or 
obtained an associate’s degree (Hossler et al., 2012a, 2012b). However, previous research 
failed to fully account for the learnings of these reverse transfer students. Quantitative 
scholarship on reverse transfer students was plentiful (Hillman et al., 2008; Hossler et al., 
2012a, 2012b; Townsend, 2000, 2001), yet little qualitative research had been conducted 
to provide a holistic understanding of these students’ experiences and learning. Thus, 
administrators, program directors, and support personnel were expected to design 
programs and support mechanisms for reverse transfer students based on assumptions 
rather than actual reported needs and factors of student success. 
  
3 
The traditional pipeline of students transitioning from high school to four-year 
institutions to earn a baccalaureate degree was not as seamless or universal as anticipated. 
The “transfer swirl” (de los Santos & Wright, 1990) was viewed as a more realistic 
depiction of some undergraduate student journeys. Townsend and Dever (1999) 
described this swirl as follows:  
   Subject to various currents in their lives, some students move from school to 
school like leaves twisting in the wind. They may swirl upward from a two-year 
to a four-year school, float laterally from one two-year school to another two-year 
school, or spin downward from a four-year to a two-year school. (p. 5)  
 
Townsend and Dever (1999) captured the complexities of many students’ situations and 
circumstances such that a traditional, linear higher education path was not realistic.  
Research on reverse transfer students spanned several decades with seminal work 
conducted by Clark (1960) who first noticed this population at a junior college in 1960. 
Early in reverse transfer student exploration, research primarily focused on the number of 
reverse transfer students that existed at community colleges (Brimm, 1971; Brimm & 
Achilles, 1977; Clark, 1960; Heinze & Daniels, 1970; Hudak, 1983). Findings suggested 
that reverse transfer student enrollment ranged from 10%-16% of all student enrollment 
at community colleges (Heinze & Daniels, 1970; Hudak, 1983). However, enrollment in 
community college was accompanied by negative presumptions of who these students 
were and what they needed. Terms such as “recouping human resource potential” 
(Sugarman, 1967), “salvage function” (Undem & Muck, 1965), a “second chance” 
(Rouche, 1968), the “cooling out function” (Clark, 1960), and “reverse articulation” 
(Meadows & Ingle, 1968) were then associated with these students.  
Further research moved into differentiating various types of reverse transfer 
students: undergraduate from post-baccalaureate, those enrolled in two-year and four-
  
4 
year institutions concurrently or only enrolled in community college during summer 
sessions, and those with a foreign diploma (Catanzaro, 1999; Hagedorn & Castro, 1999). 
Additionally, reasons for reverse transfer included special needs, enrichment, specific 
skill set development, and technical degree attainment (Catanzaro, 1999). More recently, 
the conversation of reverse transfer has explored awarding credits retroactively for 
associate degree attainment (Taylor & Bragg, 2015). For the purposes of this study, 
reverse transfer students were defined as those students who earned credits at a four-year 
college or university, experienced academic failure, were dismissed or stopped out, and 
subsequently enrolled at a community college.  
As noted, reverse transfer students were initially met minimum requirements to 
attend four-year colleges; their GPAs and college entrance exam scores indicated 
capability to achieve academically in institutions of higher education (Kuznik, 1973; Lee, 
1976; Meadows & Ingle, 1968). However, the traditional journey from high school to 
four-year institution and baccalaureate degree attainment was becoming less traditional 
(de los Santos & Wright, 1990). The National Student Clearinghouse Research Center 
recently focused on the mobility of the reverse transfer student from four-year to two-
year institutions, noting a significant percentage of reverse transfer students enrolled at 
community colleges after beginning at a four-year institution.  
Research has suggested a multitude of reasons for reverse transfer including cost 
effectiveness, shift in education goals, personal circumstances, course offerings, and 
proximity to home (Catanzaro, 1999; Townsend, 2000; Hillman et al., 2008; Hossler et 
al., 2012a, 2012b). Kalogrides and Grodsky (2011) suggested some students reverse 
transfer in part due to a misalignment of their academic preparation and college 
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ambitions, while McGlynn (2006) noted reverse transfer due to poor four-year university 
college experiences because of challenges with class size, social circles, and fitting in.   
The community college mission and vision has evolved since its inception in the 
twentieth century. Historically, the role of the community college has been to serve and 
meet the needs of the community, thus the mission and vision of the community college 
evolves to meet the changing needs of its local constituents and stakeholders, including 
the growing population of reverse transfer students. One community college president 
noted:  
   The community college has for decades articulated a commitment to life-long 
learning. Educating reverse transfers should be, therefore, an important and 
natural part of this commitment. As we increasingly identify and follow these 
students, our understanding of how to support their ongoing learning needs will 
be enhanced. Perhaps in time we will have designated staff for the reverse 
transfers of our colleges. (Catanzaro, 1999, p. 33) 
 
This perspective demonstrated the need to have a better understanding of the reverse 
transfer experience and how these students made meaning of their experiences. As 
Catanzaro (1999) indicated, the need for increased support for these learners was evident.  
Founded in 1901, Joilet Junior College in Illinois is recognized as the oldest 
existing two-year college. The genesis of the community college revolved around the 
need for developing a more skilled workforce (American Association of Community 
Colleges (AACC): Historical Information, n.d.b; Cohen, Brawer, & Kisker, 2013). Both 
private and public two-year institutions were established to meet local need (AACC: 
Research, n.d.c). Many factors influenced the growth of public community colleges, 
including increasing numbers of high school graduates, scholars looking to separate 
lower division education from upper division education, demand for worker training 
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beyond twelfth grade, and proximity of education to home (Weisman & Longacre, 2000). 
The American Association of Community Colleges noted: 
   A distinctive feature of the institutions was their accessibility to women, 
attributable to the leading role the colleges played in preparing grammar school 
teachers. In such states as Missouri, which did not yet require K-8 teachers to 
have a bachelor's degree, it was common for more than 60 percent of community 
college students to be women, virtually all of them preparing to be teachers. 
(AACC: Historical Information, n.d.b) 
 
During the Depression era, the community college was seen as offering job training 
programs to help with unemployment (AACC: Historical Information, n.d.b, Cohen et al., 
2013). AACC described that after World War II:  
the conversion of military industries to consumer goods created new, skilled jobs. 
This economic transformation along with the GI Bill created the drive for more 
higher education options. In 1948, the Truman Commission suggested the 
creation of a network of public, community-based colleges to serve local needs. 
(AACC: Community Colleges Past to Present, n.d.a) 
 
The community college continued to grow and became a national network in the 1960s 
such that by 2017, over 1100 community colleges in the United States provided education 
to more than half of the nation’s undergraduate students (AACC, 2017). 
 Throughout history, the community college has been a place for adult and 
continuing education. Be it for career changes, skill development, or a starting point for 
higher education, the community college has served adult learners. The “community” in 
community college has often been assumed by both administrators and faculty at these 
institutions. Weisman and Longacre (2000) proposed four perspectives on the community 
college’s community: democratic, affective, geographic, and poststructural constructs of 
community. The democratic construct assumed that  
those who traditionally have not been served (well or at all) are defined as the 
insiders. The outsiders’ constituted institutions (including community college 
administrators and staff) and organizations, as well as those who traditionally 
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have been served by higher education. Priority is placed on serving the part of the 
community college’s constituency whose needs should be served. (Weisman & 
Longacre, 2000, p. 365)  
 
In contrast to the democratic construct, the affective perspective was defined as the 
construct which “identifies the community as everyone: all ages and social groups. No 
one, then, is an outsider. The focus of this construct is not on ‘who’ but ‘how’” (Weisman 
& Longacre, 2000, p. 366). The Commission on the Future of Community Colleges 
(2004) noted that priority should be placed on “a concern for the whole, for integration 
and collaboration, for openness and integrity for inclusiveness and self-renewal” (p. 7). 
The who and how of community was complemented by the “where” as the geographic 
construct of community assumed the community was “a discrete geographic area 
delineated in the college’s founding and authorizing legislation. But beyond the formal 
delineation of the college’s service area, the geographic construct of community 
represented the physical notion of community” (Weisman & Longacre, 2000, p. 367). 
Finally, the poststructural perspective of community looks to: 
both the constituents of the community and their interactions with each other, in 
other words, an ecosystem of people, places, positions, and perspectives. 
Communities are characterized by multiplicity and are best understood in terms of 
their complex nature and the differing but interlocking relationships of their 
constituent groups. Thus, the community college’s community is more than 
schools, governmental agencies, taxpayers, business and industries, religious 
groups, and associations. The community also includes the negotiation, 
collaboration, and competition of the interests that these individuals and groups 
represent. Insiders and outsiders are determined by context. The insiders are all 
those who are directly or indirectly affected by the specific situation in practice. 
Outsiders are all those who have no stake in the situation. (Weisman & Longacre, 
2000, p. 368) 
 
In an effort to best achieve the mission of the community college, Weisman and 
Longacre (2000) stipulated that institutions should be mindful of all four perspectives and 
therefore proposed that community colleges engage in reflective practice to best 
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understand its community. More importantly, this framework provided a solid foundation 
to best work with the adult learners that utilize community college for career changes, 
skill development, or, in the case of reverse transfers students, a second chance at higher 
education.   
Kalogrides and Grodsky (2011) provided the following overview of the growing 
reverse transfer population at community colleges:  
   As the number of four-year students who leave their first school continues to 
increase, the community college will play a more important role as a 
postsecondary safety net. While past research has documented the ways in which 
the community college offers an alternative pathway to the baccalaureate degree 
to students who have, for individual or structural reasons, not obtained strong 
academic preparation in secondary school, this study makes it clear that the 
community college also serves as a second chance for those who began their 
postsecondary careers at a four-year college but failed to persist. We believe that 
community colleges enhance equality by providing a safety net to students 
attending baccalaureate colleges who are unable to complete their degree at those 
institutions. (p. 871) 
 
In their view, the community college served not only as an entry point to higher 
education, but as a mechanism for reverse transfer students to continue their education. 
This framing expanded community colleges’ commitment beyond traditional higher 
education populations to the greater community. Therefore, community college became a 
conduit for many adult learners to return to an educational setting to hone their skills, 
expand their knowledge base, or develop a new craft (McGlynn, 2006). Hagedorn and 
Castro (1999) further asserted: 
   Increases in the average life expectancy, years of gainful employment, and the 
number of lifetime careers all point to a growing need for lifelong learning… 
trends such as increased societal mobility and changing familial patterns all point 
to the likely conclusion that community colleges will be sought to assist in the 
personal, professional, and emotional transformations…regardless of their 
previous educational experiences. (p. 25) 
 
These transformations described the journey of the reverse transfer student.  
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Some community colleges recognized the need to support this growing population 
by identifying reverse transfer students early in the enrollment process to ease their 
transition, while others have established programs, such as the New Start Program at 
Kingsborough Community College (KCC), to offer comprehensive services throughout 
their course of study (Winchell, Schwartz, & Kingsborough Community College, 1993). 
The New Start Program articulated its vision as follows: 
   The New Start Program, established in 1985, was developed to assist students 
who had experienced academic difficulty at the senior college level. Students in 
the program are offered specialized counseling and targeted academic advisement 
designed to assist them in overcoming previous difficulties and working towards 
academic success at Kingsborough. New Start Counselors are available to give 
students individualized assistance during their time at KCC and provide transfer 
counseling after graduation. (Kingsborough Community College: New Start 
Program, n.d.c) 
  
As the number of reverse transfer students increases, individual community colleges such 
as KCC as well as national organizations–such as the American Association of 
Community Colleges, American Association of Colleges and Universities, and the 
National Resource Center for First-Year Experience and Students in Transition–have 
recognized the need to respond to trends and become more informed on reverse transfer 
students in order to better serve this unique population. 
The phenomenon of reverse transfer also impacts policy, institutional mission and 
vision, and student learning within higher education. LeBard (1999) recommended 
researchers and administrators recognize the unique pattern of reverse transfer; more 
specifically, they “must devote attention to the unique needs of reverse transfer 
students… [and] reinforce the conception of community colleges as the bastion of 
lifelong learning” (p. 91). This study provided a more holistic picture of how these 









The phenomenon of reverse transfer–the path of students who enroll in 
community colleges after being academically dismissed or performed poorly from a four-
year institution-has not been fully explored. Literature and quantitative research indicated 
that reverse transfer students experienced success at the community college through 
increased grade point averages and attainment of associate’s degrees, but prior research 
reflected a lack of understanding of how reverse transfer students overcame failure, 
perceived their reverse transfer experience, and learned to navigate and succeed at the 
community college. This gap in the literature placed administrators, program designers, 
and advisors at a disadvantage in supporting this population. Understanding these 
learners’ experiences and needs could lead to more appropriate and effective 
programming to assist this population toward success. 
Research conducted by the National Student Clearinghouse Research Center 
(Hossler et al., 2012) suggested a variety of reasons for reverse transfer; however, 
previous studies did not offer a holistic perspective of the learners’ experiences of 
transfer and subsequent success at the community college. Additionally, research on this 
growing population was limited on national, regional, state, and institutional levels 
(Kraus & Arvidson, 2004). While more recent literature provided a characteristic profile 
of students who reverse transfer, there remained minimal understanding of how higher 
education might best support this population with programs and services. Therefore, a 
more comprehensive understanding of these learners’ experiences and learning is needed 
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to paint a complete picture of the reverse transfer phenomenon. Without this knowledge, 







The purpose of this case study was to explore how successful reverse transfer 
students overcame failure, perceived their reverse transfer experience, and learned to 
navigate opportunities to succeed at the community college. These descriptions provided 
perspective on how reverse transfer students moved past the obstacle of failure and 
learned to achieve during this second chance opportunity. Ultimately, the study’s findings 
contributed to discussion of the phenomenon of reverse transfer which, to date, had not 
yet been explored holistically. This study aimed to inform higher education counselors, 
program designers, administrators, and adult educators within higher education on focal 
points of the reverse transfer experience, potentially allowing both community colleges 
and four-year institutions to effectively and equitably distribute resources, maximize 
student success, prepare students to be more engaged in society, and support these 







To guide this investigation, the following research question and sub-questions 
were addressed: How do reverse transfer students overcome previous failure to succeed 
at a community college? Sub-questions included: 
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 How do reverse transfer students describe the impact of their reverse transfer 
experience and subsequent success at the community college? 
 What do reverse transfer students report the learning that enabled them to succeed 
at the community college? 
 What and how do reverse transfer students learn to navigate opportunities at a 
community college? 
 What hinders the academic progress of reverse transfer students during their time 







Qualitative research methodology was utilized to obtain a deep understanding of 
the reverse transfer experience. Qualitative research allowed for extensive exploration of 
the problem and yielded a detailed understanding of a phenomenon (Creswell, 2007). In 
the case of reverse transfer, a thorough exploration of students’ experiences and learning 
clarified how they overcame failure. A qualitative approach also enabled ascertainment of 
contextual factors influencing the reverse transfer experience and students’ thinking, 
behaviors, learning, and success at the community college. Also, this research approach 
allowed the researcher to investigate the interplay of student perceptions of, responses to, 
and overcoming of failure.  
A case study model was employed to provide a robust exploration of the reverse 
transfer experience. Case studies contribute “to our knowledge of individual, group, 
organizational, social, political, and related phenomena” (Yin, 2009, p. 4) by providing 
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specific experiences related to the reverse transfer phenomenon. Moreover, case study 
enabled attention to the real-life issue of reverse transfer within the bounded system of 
time and place, particularly students’ experiences in college. As it has been found to be 
imperative to define a case early in the research process (Miles & Huberman, 1994), a 
case in this study was defined as an individual reverse transfer student.  Sets of cases 
were established by differentiating those enrolled at the community college, those who 
had graduated and transferred to a four-year institution, and those who had graduated and 
entered the world of work.  
A study site, Kingsborough Community College, was established and Institutional 
Review Board (IRB) approval was granted by Teachers College and Kingsborough 
Community College. A recruitment email was sent to 2,931 potential study participants 
who were identified through the New Start program. Embedded within the recruitment 
email was a link to a recruitment tool and critical incident (CI) questions embedded in the 
same Google form. The recruitment tool gathered participant information including 
educational history and demographics. The recruitment tool also included two critical 
incident questions that inquired about the impact of failure and their community college 
success. The CI responses provided detailed data contributing to a holistic and 
comprehensive understanding of the reverse transfer experience (Miles & Huberman, 
1984) and acted as a recruitment tool for interviews by assessing respondents’ interest in 
further discussing their reverse transfer experience.  
The recruitment tool yielded 108 unique responses, including 108 CIs. Of these, 
62 indicated they would participate in an interview. Ultimately, 37 interviews were 
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scheduled and 28 interviews were completed. Data analysis was conducted on the Cis, 
which yielded emerging themes to be further explored in the one-on-one interviews.  
This case study employed a semi-structured interview protocol that further 
expanded on themes from the literature and CIs. Interviews investigated how previous 
college experiences, reflection, and learning contributed to students’ navigation and 
success in community college. All interviews were recorded and transcribed. Coding and 
data analysis was conducted utilizing the NVivo software. After initial coding, a cross-
case analysis was accomplished by aggregating findings across sets of cases to ascertain 
patterns and relationships between and amongst categories. Finally, document review and 







Based on the researcher’s personal and academic experiences, background as a 
direct supervisor of the New Start Program at Kingsborough Community College, and 
institutional work in enrollment management, this study was predicated on five 
assumptions. First, this study was founded on an assumption that academic failure leads 
to emotional responses including embarrassment, disappointment, and discouragement 
which affect motivation to continue higher education. Second, this study assumed support 
systems and personal attributes contributed to whether students persisted in higher 
education. Third, reverse transfer students were assumed to reflect on their previous 
college experiences to examine challenges they faced at the senior college. This 
assumption was derived from conversations with several reverse transfer students and 
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pilot interviews. Next, participants were assumed to be able to speak honestly and 
accurately about their journey and what contributed to their early failure and eventual 
success. Finally, it was assumed examining three different subgroups of reverse transfer 
students at various points of their success (earned 45 credits, graduated and transferred to 
a four-year institution, and graduated and were working) would provide perspective on 







The researcher is currently employed as the Dean of Student Affairs at 
Kingsborough Community College. He currently oversees 20 areas within Student 
Affairs, including enrollment management and transfer services.  Over the past thirteen 
years, he has worked with the reverse transfer population through various administrative 
capacities at KCC. The researcher has over 15 years of working in student affairs and 
with reverse transfer students.   
The researcher also experienced academic difficulty during his educational 
journey. After being admitted to a four-year institution, the researcher had academic 
difficulty and went on to attend community college to redress his GPA. This provided 
perspective on and experiences of reverse transfer on a personal level.  
The researcher noted evidence of learning from failure and proceeding to success 
as he earned a Bachelor of Science in Health Science and an Advanced Certificate in 
Healthcare Management at Stony Brook University, then a Master of Arts in Community 
Health Education at Brooklyn College, and as relates to this study, enrolled in the Adult 
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Education Guided Intensive Study (AEGIS) Program of Adult Learning and Leadership 
at Teachers College, Columbia University in pursuit of a doctorate. 
  
 




Prior quantitative research suggested that reverse transfer students were 
successful when provided another chance at the community college. Nonetheless, it was 
not yet clear how successful reverse transfer students overcame failure, perceived their 
reverse transfer experiences, and learned to navigate opportunities to succeed at the 
community college. As the number of dismissals and stop outs from senior colleges 
continues to rise, the impact of reverse transfer on community colleges has become more 
significant. While this impact includes millions of dollars invested in higher education 
and development of human capital to produce an educated citizenry (Dewey, 1938), the 
importance of these learners’ experiences remains paramount to the students themselves 
as well as to the community colleges that serve them. Scholarship also suggested that 
reverse transfer students “have more academic and labor market outcomes than otherwise 
similar students who drop out of post-secondary school altogether” (Kalogrides & 
Grodsky, 2011, p. 853).  
There are several compelling arguments to extend research on the reverse transfer 
population. First, from a public policy point of view:  
   State policy makers are increasingly focused on (1) student enrollment 
outcomes as indicators of the success and quality of individual public 
institutions and on (2) state policies that have been enacted to improve 
enrollment related outcomes (e.g. retention, degree or certificate 




Catanzaro (1999) also asserts, “further examination of the reverse transfer population will 
lead to other specific programmatic developments tailored for each subgroup [of reverse 
transfer students]” (p. 45). As the population of reverse transfer students increases, the 
need to examine their complex circumstances is pressing. This study generated 
perspective on how individuals made meaning of the reverse transfer experience and how 
to support this population to eventual success. Additionally, this research contributed to 
the understanding of the motivation and determination that led reverse transfer students to 
succeed and achieve in the community college. It also encourages collaboration between 
four-year and two-year institutions to create interventions and policies that better serve 
this at-risk population and maximize student success. 
  
 




Community College or Two-year College – an institution that grants associate’s 
degrees  
Enrollment Management – sector within higher education which profiles 
enrollment and designs and implements strategies to meet enrollment goals 
New Start Program – The New Start Program, established in 1985, was developed 
to assist students who experienced academic difficulty at the senior college level. 
Students in the program are offered specialized counseling and targeted academic 
advisement designed to support students in overcoming previous difficulties and working 
towards academic success at Kingsborough Community College. New Start counselors 
are available to give students individualized assistance during their time at Kingsborough 
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and provide transfer counseling after graduation. The New Start program is unique to 
KCC 
Nontraditional student – students who do not fit the traditional age range of 
college students (18 years-old – 22 years-old) 
Reverse Transfer Student – a student who moved from a four-year institution to a 
two-year institution but has not earned a baccalaureate degree and has failed 
academically or been dismissed from a four-year institution 
Senior College or Four-year College – an institution that grants bachelor’s 
degrees 
Stop-out – cease attendance at college due to poor grades, lack of support, 
























This chapter reviewed literature pertinent to this study and begins with an 
overview of reverse transfer students and adult learners. Literature on resilience, self-
efficacy, sense of belonging, grit, and hope as demonstrated by these learners was 
reviewed to shed light on the depth and contour of their experiences, while studies on 
learning from experience and reflective practice contributed theoretical foundations.  The 
role of emotion in learning was also considered. This review established a basis for 
understanding reverse transfer students and their experiences of failure and subsequent 








As outlined in the introduction, reverse transfer research first began with an 
examination of this population at community colleges (Clark, 1960). In the following 
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decades, increased attention was paid to these students through attempts to quantify the 
sheer number of them enrolled at community colleges (Heinze & Daniels, 1970; Hudak 
1983), ascertain the underlying causes of reverse transfer including failure (Brimm, 1971; 
Brimm & Achilles, 1977; Clarke, 1960; Heinze & Daniels, 1970; Hudak, 1983), and 




Types of Reverse Transfer Students 
Several studies delineated various types and categories of students who reverse 
transfer. Hagedorn and Castro (1999) defined the matrix of reverse transfer students in 
the following manner: 
   Undergraduate reverse transfer - Student with previous college credits from a 
four-year institution who enrolls in a community college for purposes of future 
transfer or vocational credits 
Concurrently enrolled transfer - Student who enrolls in both a community college 
and a four-year college at the same time 
Summer sessioner (temporary transfer) - Student regularly enrolled in a four-year 
college or university who enrolls in a summer school at a community college with 
the intention of using (transferring) the credits toward a degree program at the 
four-year college 
Foreign diploma - Student with a degree from a non-U.S. institution who enrolls 
in a community college 
Post-baccalaureate reverse transfer - Student enrolling in a community college 
for (1) credit course work for purposes of career change, career advancement, 
career enrichment, or technology updates, despite holding a bachelor’s, master’s, 
or doctoral degree or (2) for recreational or avocational purposes. (p. 16)  
 
Similarly, Catanzaro (1999) also identified categories of reverse transfer students through 
his work at Chattanooga State Technical Community College. He categorized reverse 
transfer students into the following groups based on their reasons for reverse transfer: 
special purpose undergraduate reverse transfers, technical degree undergraduate reverse 
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transfers, enrichment post-baccalaureate reverse transfer, specific skills post-
baccalaureate reverse transfer students, and transient students. Both Hagedorn and Castro 
(1999) and Catanzaro (1999) noted extensive variety of transfer patterns and purposes for 
movement between the community college and other institutions of higher learning. 
The “new” reverse transfer. A new connotation of reverse transfer emerged in 
recent years. According to the National Student Clearinghouse, the reverse transfer was:  
the transfer of credits from a four-year institution to any two-year institution from 
which a student transferred. It doesn't matter if the student transferred to another 
associate degree granting or bachelor's level institution first, attended public or 
private institutions, or transferred across state lines. If eligible, the student is 
awarded an associate degree. (National Student Clearinghouse-What is Reverse 
Transfer, n.d.)  
 
This framing of reverse transfer centralized associate’s degree completion in a manner 
similar to how the American Association of Community College (AACC) noted reverse 
transfer will improve higher education outcomes. Specifically, “more students will get 
the degrees they deserve. Community colleges will be recognized for the value they add 
to education. And, by granting more degrees, states will be better positioned to attract 
new business” (Bumphus, n.d.). While more and more states developed partnerships 
amongst two-year and four-year institutions to facilitate reverse transfer, data and 
reporting remained in early stages. However, according to the National Student 
Clearinghouse website, approximately two million students attended college for two or 
more years between 2003 and 2013 but did not earn a degree. Moreover, an estimated 
78% of students who transferred from a community college to a four-year college were 





Reverse Transfer Student Mobility 
The National Student Clearinghouse Research Center (NSCRC) focused its third 
signature report on the mobility of the reverse transfer student from four-year to two-year 
institutions. NSCRC summarized previous research (Hagedorn & Castro, 1999; Mullin & 
Phillippe, 2009; Townsend, 2001; Winter & Harris, 1999) on reasons why students 
originally enrolled at four-year institutions and subsequently ended up at two-year 
institutions. Reasons included: saving money; changes in educational goals; proximity of 
institutions to home during summer sessions; personal circumstances necessitating a 
move; poor academic performance at a four-year institution; discomfort with learning 
environment of a four-year institution; and taking advantage of flexible, convenient 
enrollment at multiple, adjacent institutions (Hossler et al., 2012a; Hagedorn & Castro, 
1999; Winter & Harris, 1999; Townsend, 2001; Mullin & Phillippe, 2009).  Importantly, 
many of these reasons did not pertain to academic difficulties (Catanzaro, 1999; 
Townsend, 2000; Hillman et al., 2008; Hossler et al., 2012a; 2012b). Likewise, 
Kalogrides and Grodsky (2011) asserted that the increase in reverse transfer “stems in 
part from the misalignment of student academic preparation and postsecondary 
educational aspirations, a misalignment fueled by the college-for-all ethos embraced by 
parents, students and school personnel” (p. 869). McGlynn (2006) echoed these 
sentiments, noting many students looked to the community college due to feelings of 
missing home, being overwhelming by the size of the university and large classes, and 
having a sense of anonymity.  
NSCRC examined a cohort of 1,228,069 students composed of first-time college 
students who began their postsecondary studies in Fall 2005 at a four-year institution to 
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assess movement from four-year to two-year institutions during the ensuing six years 
(Hossler et al., 2012a, p. 13). NSCRC’s quantitative research produced the following 
findings: 
   Within six years, 14.4 percent of the first-time students who started at a four-
year institution in the fall of 2005 subsequently enrolled at a two-year institution 
outside of summer months or reverse transferred and an additional 5.4 percent 
enrolled at a two-year institution for summer courses only. (Hossler et al., 2012a, 
p. 37) 
 
This examination of reverse transfer student was one of the most comprehensive to date, 
establishing a sense of the scope of the reverse transfer phenomenon. To bolster attention 
on the earning of degrees through reverse transfer, a new initiative titled “Credit When 
It’s Due” (CWID), was established and defined as  
a multi-state initiative that supports the development and implantation of reverse 
transfer programs and policies that confer associate’s degrees to transfer students 
when they complete the degree requirements while en route to the baccalaureate 
degree. (Taylor & Bragg, 2015)  
 
Data is currently being collected and results to be analyzed.  
 
Summary 
 Reverse transfer students have been present and active in higher education for 
decades. Review of literature illustrated evolution of this population, typology of subsets 
of reverse transfer students, and an array of reasons underlying movement between four- 
and two-year institutions. While much of the literature was quantitative in nature, this 
study aimed to complement previous research by generating a more holistic 
understanding of the reverse transfer experience. Moreover, this study provided detailed 








According to the American Association of Community College (2017), 63% of 
students enrolled for credit at community colleges are 22 years-old or older and represent 
impressive diversity of characteristics and motivations.   
   Adult learners. Military veterans. Non-English speakers. ‘Non-traditional” 
students make up the majority of community college attendees – and for good 
reason. As college prices rise in the United States, more people are choosing to 
attend community college. In fact, nearly half of all undergraduates attend 
community college. These open-access institutions serve a diverse set of needs, 
and offer the flexibility and affordability to help put any person’s educational 
career goals in reach. (p. 1) 
 
The sheer number of adult learners in community college required many institutions to 
examine services targeted to this population; attention to their unique needs and differing 
learning styles was acknowledged as integral to supporting these learners efficiently and 
effectively.  
 For the purposes of this study, emphasis was placed on how personal attributes 
affected learners’ experiences, shaped responses to situations, and influenced meaning 
made of the circumstances. Goodman, Schlossberg, and Anderson (2006) argued the 
importance of how individuals engaged with and responded to transition. Specifically, 
they claimed individuals utilized four coping modes: information seeking, direct action, 
inhibition of action, and intrapsychic behavior (Goodman et al., 2006). Individuals who 
took direct action were viewed as employing self-efficacy as a strategy for coping 
through transition. Many individual achievements were dependent on interactions 
between individual behavior, personal factors, and environmental conditions (Bandura, 





To better understand adult learners, Knowles (1984) made five assumptions of 
their characteristics, including:  
1. Self-concept: As a person matures his self-concept moves from one of being a 
dependent personality toward one of being a self-directed human being 
2. Experience: As a person matures he accumulates a growing reservoir of 
experience that becomes an increasing resource for learning. 
3. Readiness to learn. As a person matures his readiness to learn becomes 
oriented increasingly to the developmental tasks of his social roles. 
4. Orientation to learning. As a person matures his time perspective changes from 
one of postponed application of knowledge to immediacy of application, and 
accordingly his orientation toward learning shifts from one of subject-
centeredness to one of problem centeredness. 
5. Motivation to learn: As a person matures the motivation to learn is 
internal. (Knowles 1984, p. 12) 
 
Knowles pointed to how adults learned differently from children and popularized the 
term “andragogy”. While many offered critiques to Knowles’ theory (Davenport, 1993; 
Hartree, 1984; Merriam & Caffarella, 1999; Tennant, 1996), Knowles was viewed as 
establishing the discipline of adult education.  
Motivation and success. Bye, Pushkar, and Conway (2007) studied 300 
undergraduates at an urban four-year university, aged 18–60 years old, and assessed their 
intrinsic and extrinsic motivation to learn. Participants filled out a demographic survey 
and completed the following three self-report questionnaires: Motivated Strategies for 
Learning Questionnaire, The Differential Emotions Scale IV-A, and The Positive and 
Negative Affect Schedule. The study revealed: 
nontraditional students reported higher levels of intrinsic motivation for learning 
than did traditional students. Intrinsic motivation correlated with positive affect 
more strongly for nontraditional than for traditional students. For all students, 
interest and age emerged as significant predictors of intrinsic motivation to learn, 





Bye et al. (2007) concluded that further research on the “cognition-motivation-affect 
triangle in adult development would be beneficial not just for undergraduates but for all 
lifelong learners” (p. 156). This construct was viewed as relevant to the reverse transfer 
population to aid investigation of responses to failure and transitioning to persistent 
pursuit of success. 
While attention was paid to strength of learners’ motivation in furthering them 
along their paths, this was matched by efforts to strengthen institutional resources to 
support them toward success. The Council for Adult and Experiential Learning (CAEL) 
prepared a “toolkit” to help two-year colleges better serve the influx of adult learners. 
Frey (2007) described this Adult Learning Focused Institution (AFLI) Assessment 
Toolkit as a mechanism to measure the efficacy of programs for adult learners. Frey 
(2007) noted the that AFLI toolkit was grounded in the CAEL’s Principles of 
Effectiveness for Serving Adult Learners and addressed factors of outreach, life and 
career planning, financing, assessment of learning outcomes, teaching-learning processes, 
student support systems, technology, and strategic partnerships. Moreover, Frey (2007) 
stressed the importance of institutional attention to transitions, specifically the college’s 
ability “to explain what is needed to complete academic programs, classes that are closely 
related to life and work goals, and guidance on classes that transfer to other programs 
both within and outside the college” (p. 6). Frey (2007) concluded accessibility of 
services, transferability of credits, and advisement as paramount to these learners’ 
success.  
Adult learners at community college. Chaves (2006) conducted reviews on 
theories of student involvement and engagement, student development, and adult learning 
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to better improve adult education in community colleges with particular reference to 
Tinto’s Interactionalist Theory (1993) and Astin’s Involvement Theory (1999). He 
additionally discussed a variety of other theories for institutional and social support for 
adult students: Sanford’s Person-Environment Theory, Schlossberg’s Theory of 
Marginality and Mattering, Chickering’s Theory of Identity Development (Chaves, 
2006), Rendón’s Theory of Validation (Rendon, 1994), and Belenky et al.’s Theory of 
Women’s Ways of Knowing (1986). Finally, Chaves (2006) examined major curricular 
theories for adult students including Knowles’ Theory of Andragogy and Kolb’s Theory 
of Experiential Learning and Adults. These theoretical frameworks produced a list of 
variables related to success of adult learners at community colleges which informed 
analysis of responses provided by this study’s participants.  
Chaves (2006) arrived at several conclusions for how best to support adult 
learners in community colleges. First, it was necessary to redesign curricula to meet the 
needs of adult students, especially by incorporating proactive interaction with faculty for 
those who work at least part-time and whose faculty and peer interactions were solely in 
the classroom. Chaves (2006) further asserted it was beneficial “to offer and promote 
adult-oriented support mechanisms on campus” (p. 150) such that “administrators, 
teachers, and peers on campus must continually validate adult students’ efforts and 
contribution” (p. 151). Support for adult learners was further aided by acknowledgement 
of identity development and learning preferences attributed to gender (Chaves, 2006). 
Finally, the applicability of adult learning theories was reinforced: 
   Coupling Knowles’s (1984) work on andragogy, along with Kolb’s (1984) 
experiential learning construct, can help educators create a dialectical learning 
experience where students’ old knowledge and experiences are used to create new 
knowledge and application, which can then lead to greater involvement, personal 
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significance, and heightened sense of commitment. Taken together, these theories 
have the potential to transform adult learning and vastly improve persistence and 
retention rates on community college campuses. (Chaves, 2006, p. 151) 
 
The above distinctions and recommendations were essential for making sense of the 
reverse transfer student experience of failure and movement toward accomplishment.  
 
Resilience  
Luthar, Cicchetti, and Becker (2000) summarized various definitions of resilience 
to create the following definition:  
a dynamic process encompassing positive adaptation within the context of 
significant adversity. Implicit within this notion are two critical conditions: (1) 
exposure to significant threat or severe adversity; and (2) the achievement of 
positive adaptation despite major assaults on the develop process (Garmezy, 
1990; Luthar & Zigler, 1991; Masten, Best, & Garmezy, 1990; Rutter, 1990; 
Werner & Smith, 1982, 1992). (p. 1)  
 
Walker, Gunderson, Kinzig, Folke, Carpenter, and Schultz (2006) built upon this, 
describing resilience as “the ability to recover rapidly from difficult situations as well as 
the capacity to endure ongoing hardship in every conceivable way” (p. 251). 
Furthermore, resilience has been described as having two components: exposure to 
adversity or a threat and the subsequent positive adjustment to said adversity (Bozak, 
2013; Cotton, Nash, & Kneale, 2017; Luthar et al., 2000; Richardson, 2002). Finally, it 
has been framed as a process that evolves over time with changing vulnerabilities and 
assets (Luthar et al., 2000; Luthar & Zigler, 1991).   
Luthar et al. (2000) noted variations in definitions and uses of the term, the 
literature’s lack of consensus, discrepancies in conceptualizations of resilience as a trait 
or dynamic process. Despite this variability, resilience was noted to be multidimensional, 
extensively researched, and rife with theoretical questions and concerns. In keeping with 
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alternative framings, Richardson (2002) aimed to “describe the postulates of resilience 
and resilience theory that provide a framework upon which interventions and research 
can be grounded” (p. 308). He showcased three waves of resilience inquiry:  
   The identification of resilient qualities was the first wave characterized through 
phenomenological identification of developmental assets and protective factors. 
The second wave described resilience as a disruptive and reintegrative process  
for accessing resilient qualities. The third wave exemplified the postmodern and 
multidisciplinary view of resilience, which is the force that drives a person to 
grow through adversity and disruptions. (p. 207)   
 
Resilience had, by turns, been identified as a trait, a process, or force mediating an 
individual’s response to circumstances. Similarly, Grant and Kinman (2012) said to be 
“resilient is to be able to overcome stressors or withstand negative life events and, not 
only recover from such experiences, but also find personal meaning” (p. 605) in these 
experiences and events. Moreover, resilience required personal energy and efforts of 
meaning-making. In the case of reverse transfer students, making meaning of their 
previous negative higher education experiences coupled with their capacity to move 
forward from failure highlighted the pertinence of resilience. Finally, Grant and Kinman 
(2012) noted that resilience provided hope and enhanced self-efficacy. Resilience had 
also been associated with college students’ sense of belonging and experiences of social 
support through the work of Bozak (2013), who noted that perceived “stress was also 
correlated with resilience and that there were some gender differences” (p. 1). In light of 
the above literature, resilience influenced analysis of the reverse transfer experience by 
providing a lens through which to interpret positive responses to adversity, mechanisms 
of meaning-making, and connections to concepts of self-efficacy, sense of belonging, and 





Over the past four decades, an increasing body of research explored the roles that 
students’ thoughts and beliefs played in the learning process (Abelman & Molina, 2001; 
Kitsantas, Winsler & Huie, 2008; Tinto, 1993; van Dinther, Dochy, & Segers, 2011). As 
an example of one such thought, studies have examined the construct of self-efficacy and 
its influence on student achievement, persistence, motivation, and learning within higher 
education (Bouffard-Bouchard, 1990; Lent, Brown, & Hackett, 2002; Linnenbrink & 
Pintrich, 2003; Pintrich & DeGroot, 1990; Schunk, 2003; van Dinter et al., 2011; 
Zimmerman, Bandura, & Martinez-Pons, 1992). Self-efficacy has been described as 
“beliefs in one’s capabilities to organize and execute the courses of action required to 
produce given attainments” (Bandura, 1997, p. 3). Both Pajares (1996, 2006) and Schunk 
(1995, 2003) have asserted that self-efficacy appeared to be a noteworthy variable in 
student learning “because it affects students’ motivation and learning” (van Dinther et al., 
2011, p. 96). Kitsantas et al. (2008) and Pajares (1996) further asserted that self-efficacy 
operated as a notable predictor of academic performance. Self-efficacy was also featured 
as a key component of social cognitive theory, which van Dinther et al. (2011) depicted 
as viewing human functioning “in transactional ways, depending on reciprocal 
interactions between an individual’s behaviours, their internal personal factors (e.g., 
thoughts and beliefs), and environmental events” (p. 96). Self-efficacy was perceived as 
influential on the amount of effort individuals exerted and how long they persisted in the 
face of challenging situations or obstacles (Bandura, 1997).  
Bandura was first to introduce the construct of self-efficacy and later positioned 
self-efficacy within social cognitive theory (Bandura, 1977, 1986, 1997). In his 
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estimation, motivation, learning, achievement, and self-regulation could not be 
effectively explored without accounting for self-efficacy. Bandura (1977) assumed that 
self-efficacy influenced a variety of factors, including choices made, actions executed, 
efforts exerted, persistence, and perseverance. van Dinther (2011) et al. suggested: 
people are apt to choose activities for which they feel themselves capable and 
avoid those for which they do not. Self-efficacy helps individuals to decide how 
much effort they will spend on a task, how long they will persist when 
experiencing difficulties, and how resilient they will appear in detrimental 
situations. (p. 97)   
 
This revealed an appreciation for how self-efficacy–mediated by resilience–might 
influence the success or failure of reverse transfer students. Specifically, self-efficacy 
beliefs influenced individuals’ thoughts and feelings. As van Dinther et al. (2011) 
postulated:  
individuals with a weak notion of self-efficacy are inclined to think that tasks 
seem more difficult than they actually are. These thoughts are a breeding ground 
for feelings of failure and depression, tension and helplessness. A strong notion  
of self-efficacy, on the other hand, creates feelings of tranquility and challenge   
in the face of difficult tasks. (p. 97) 
 
These assertions aligned with the notion that self-efficacy played a key role in human 
agency, defined as “individuals’ capacities to generate and direct actions for specific 
purposes, emphasizing the important role of intentionality in purposive behavior” (van 
Dinther et al., 2011, p. 97).  
Student self-efficacy development. Grounded in social cognitive theory, there 
were four main sources of information that nurtured students’ self-efficacy: mastery 
experiences, observational experiences, social persuasion, and physiological, emotional, 
and mood states (van Dinther et al., 2011). Enactive mastery experiences were authentic 
successes in dealing with a particular situation (Bandura, 1997). Moreover, Palmer 
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(2006) suggested that these mastery experiences were most powerful in creating efficacy 
due to the authentic evidence students absorbed while going through real situations. 
Conversely, an experience of failure (lack of mastery) diminished self-efficacy. 
Observational experiences or vicarious experiences were another source of 
information that created student self-efficacy. Observational experiences presented social 
models, providing students with comparisons to peers and others for suitable alternatives 
in similar situations (Bandura, 1997; Schunk, 1989; van Dinther et al., 2011). It was 
noted that those with little mastery experience could be more sensitive to failures 
observed through vicarious experiences (Bandura, 1997; Schunk, 1989).  
Social persuasion was the third source of information that contributed to self-
efficacy, with Schunk (1989) suggesting that students built their self-efficacy through 
affirmation from and persuasion by others. Furthermore, Bong and Skaalvik (2003) 
asserted that persuasive communication and evaluative feedback were effective when 
students viewed those providing these as reliable and knowledgeable.  
The final source of students’ self-efficacy was derived from students’ 
physiological, emotional, and mood states (van Dinther et al., 2011). Emotions such as 
anxiety, stress, and tension signaled failure, while positive moods and emotions 
strengthened self-efficacy. van Dinther et al. (2011) also suggested students had the 
“capacity to modify their own thinking and feeling, [suggesting] students with a high 
sense of self-efficacy can view a state of tension as energizing in the face of a 
performance; whereas those who have self-doubts interpret their tension as weakness” (p. 
98). Jackson (2002) noted:  
self-efficacy beliefs can influence people in several important ways. The beliefs 
can affect the environment that people choose, because most people prefer 
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environments in which they feel competent and avoid those in which they feel 
inadequate. Self-efficacy can also affect how individuals face failure and handle 
adversity. When facing adversity or failure, a person with high self-efficacy 
beliefs is more likely to expend greater effort, remain more problem focused, and 
persist for a longer time than a person with low self-efficacy, who is more likely 
to see the situation as insurmountable, get frustrated and depressed, give up 
quicker, and be more emotionally focused (Pajares, 1996; Sexton & Tuckman, 
1991). (p. 244) 
  
These observations were critical in understanding how individuals used self-efficacy in 
times of failure, particularly during academic dismissal or failure from a four-year 
institution as described by participants in this study. Basila (2016) said:  
research demonstrates that self-efficacy is related to higher levels of achievement 
and learning (Schunk, Meece & Pintrich, 2014) with students who have a stronger 
self-efficacy using more learning strategies and in turn experiencing better class 
performance (Pintrich & De Groot, 1990). Additionally, students who feel that 
they are successful in learning a task are more likely to work harder, participate 
more readily and persist longer and have a higher level of achievement compared 
to those students who doubt their learning capabilities (Pajares, 1996). For those 
students who do perceive that they are performing well or are being more 
competent, their motivation and self-efficacy are enhanced (Schunk, Meece & 
Pintrich, 2014). Although concern may exist regarding the negative impact lack of 
success may have on a student, Schunk (1995) asserts that if students believe they 
can perform better by adjusting how they approach a task, lack of success will not 
necessarily have a negative impact on one’s self-efficacy and motivation. (p. 26) 
 
Overall, these sources of information provided a critical lens through which to view 
students’ ability to cope with reverse transfer, as well as sources of support for 
students navigating difficult situations. 
Self-efficacy in education. Self-efficacy has received increasing attention in 
educational research and scholarship. Research specifically focused on the influence of 
students’ self-efficacy on motivation and learning (Bouffard-Bouchard, 1990; Bouffard-
Bouchard, Parent & Larivee, 1991; Linnenbrink & Pintrich, 2003; Schunk, 2003). 
Research suggested that self-efficacy influenced motivation and cognition by “means of 
affecting students’ task interest, task persistence, the goals they set, the choices they 
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make and their use of cognitive, meta-cognitive and self-regulatory strategies” (van 
Dinther, 2011, p. 97). Research also suggested that students who have confidence in their 
intellectual ability set high educational goals, believed they could attain these goals, and 
were more likely to be successful in college (Boulter, 2002; Fashola & Slavin, 1998; 
Tinto, 1993).  
van Dinther et al. (2011) reviewed self-efficacy literature in educational research 
over the previous thirty years. Their review investigated “the construct self-efficacy, 
understood as the self-belief a person holds or his personal judgment about his 
competencies, within an educational context” (p. 96). van Dinther et al. (2011) drew 
several conclusions: first, higher education could impact self-efficacy; second, programs 
that used social cognitive theory as a foundation were more successful in influencing 
students’ self-efficacy; and third, “enactive mastery experiences are stated as the most 
powerful source of creating a strong sense of efficacy” (p. 96). Research stressed the 
importance of providing students with practical opportunities to increase their mastery 
experiences. van Dinther et al. (2011) also proposed that combined self-efficacy sources 
served to enhance students’ self-efficacy. Finally, their work enumerated factors at course 
and instructional levels that influenced the enhancement of student self-efficacy, 
including faculty-student interaction and learning space (van Dinther et al., 2011).   
Another perspective on self-efficacy found in the literature was how it influenced 
educational achievement. Studies have explored the relationship between self-efficacy 
and various aspects of education, including reading, writing, and math, and ability levels 
(Bouffard-Bouchard, 1990; Carmichael & Taylor, 2005; Lane, Lane & Kyprianou, 2004; 
Pajares, 1996; Schunk, 2003; van Dither et al., 2011). Direct and indirect impacts of 
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students’ self-efficacy on achievements, grades, and ability levels were identified (van 
Dinther et al., 2011). Likewise, studies pinpointed the encouraging effects of positive 
self-efficacy on achievement (Boulter, 2002; Fenollar, Román, & Cuestas, 2007; Hsieh, 
Sullivan, & Guerra, 2007).  
Self-efficacy corresponded to the foundation of competence and resilience needed 
to negotiate complex situations and changing times. Tipton and Worthington (1984) 
argued that self-efficacy was a key factor of adjustment to ambiguous and unfamiliar 
contexts. As higher education institutions continue to understand and support multiple 
constituencies, vin Dinther (2011) suggested “it seems crucial that institutions of higher 
education pay attention to students’ developing self-efficacy. Knowing the factors that 
affect that development of students’ self-efficacy can help higher educational institutions 
in developing planning educational programmes that enhance students’ self-efficacy” (p. 
105). By enhancing students’ self-efficacy, a more positive outlook could lead to greater 
success and achievement at the community college.  
Self-efficacy was situated as a vital component of academic performance (van 
Dinther, 2011), and was deemed especially important for reverse transfer students. 
Successful experiences and transitions often raised students’ self-efficacy, while failures 
often lower self-efficacy (Mattern & Shaw, 2010). Schunk and Meece (2006) noted that 
past student performance was a reliable guide for evaluating a student’s level of self-
efficacy. Overall, discussions surrounding student success have evolved from traditional 
intelligence indices to non-cognitive traits such as self-efficacy. Methods of predicting 
academic achievement and student success were originally correlated to index ability (IQ, 
SAT scores, GPA, etc.), but more recent literature trended towards student success 
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indicators such as the personality constructs including concepts such as resilience, self-
efficacy, sense of belonging, and other constructs.  
 
Sense of Belonging 
Maslow (1943, 1954) discussed the importance of belongingness in his tiered 
model of human needs. Belongingness and love was situated above safety and below 
esteem and included notions of relationships, family, and intimacy. Moreover, Maslow 
described:  
the love needs. -- If both the physiological and the safety needs are fairly well 
gratified, then there will emerge the love and affection and belongingness needs, 
and the whole cycle [p. 381] already described will repeat itself with this new 
center. Now the person will feel keenly, as never before, the absence of friends, or 
a sweetheart, or a wife, or children. He will hunger for affectionate relations with 
people in general, namely, for a place in his group, and he will strive with great 
intensity to achieve this goal. He will want to attain such a place more than 
anything else in the world and may even forget that once, when he was hungry, he 
sneered at love… Love and affection…are generally looked upon with 
ambivalence and are customarily hedged about with many restrictions and 
inhibitions. Practically all theorists of psychopathology have stressed thwarting of 
the love needs as basic in the picture of maladjustment. (Maslow, 1943, p. 35)  
 
Maslow expanded his model to address cognitive and aesthetic needs (1970a) and 
transcendence needs (1970b). Maslow’s concept of belongingness implied that once an 
individual feels comfortable and/or accepted, an individual could be motivated to move 
forward. Without this sense of belonging, the individual thwarted his progress and 
hindered mastery of abilities.  This study demonstrated that Maslow’s notion of 
belongingness was an integral component of participants’ motivations and persistence.  
Hurtado and Carter (1997) argued that sense of belonging contained “both 
cognitive and affective elements in that the individual’s cognitive evaluation of his or her 
role in relation to the group results as an effective response” (p. 328) in their analysis of 
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272 Latino students from 127 colleges. Specifically, they examined the extent to which 
these students’ background characteristics and college experience influenced their sense 
of belonging. They concluded “that greater attention needs to be paid to minority 
students’ subjective sense of integration in campus life, temporal sequencing of college 
experiences, and new avenues for understanding students’ adjustment to college” (p. 
324), thereby highlight the potency of sense of belonging in these students’ potential for 
academic success.  
Nunez (2009) researched sense of belonging in 4,403 Latino students through data 
extracted from a national, longitudinal study of first-year students. The study’s 
framework used perceptual and behavioral dimensions of campus climate to organize 
analysis. The study “revealed that measures of positive diversity experiences and 
engagement in the campus community were positively associated with sense of 
belonging” (p. 46). Engagement as a facilitator of belongingness further supported its 
importance to college success.     
More recently, Strayhorn (2012) explored the notion of sense of belonging in 
college and provided the following working definition:  
   Sense of belonging is framed as a basic human need and motivation, sufficient 
to influence behavior. In terms of college, sense of belonging refers to students 
perceived social support on campus, a feeling or sensation of connectedness,     
the experience of mattering or feeling cared about, accepted, respected, valued  
by, and importance to the group (e.g., campus community) or others on campus   
(e.g., faculty, peers). It’s a cognitive evaluation that typically leads to an    
effective response or behavior. (p. 3)   
 
Strayhorn asserted that the sense of belonging was based upon relationships and 
reciprocation, thereby benefiting both parties interacting (Strayhorn, 2012).  
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Strayhorn built his definition of sense of belonging through studies on factors 
influencing first-generation academic achievement (2006) and investigation into 
belonging among Latino college students (2008a) and Black men at predominately white 
institutions (2008b). Strayhorn further explored the social and academic influences of 
sense of belonging in data which sampled 589 Latino and White students. The “results 
were compared between Latino students and their White counterparts. Findings reveal 
that… interactions with diverse peers affect sense of belonging” (p. 301). Strayhorn’s 
study (2008a) on Black men at predominately white institutions analyzed data from 531 
participants (231 Black men and 300 White men). The results demonstrated “cross-racial 
interactions” influenced sense of belonging in both populations, but interactions with 
peers who had different interests influenced sense of belonging significant for Black men 
only. This study attempted to address the lack of literature on Black men and their 
relative sense of belonging.  
More recently, Strayhorn, Bie, Dorime-Williams, and Williams (2016) sampled 
144 Native American undergraduates to understand how interactions with faculty and 
diverse peers impacted these students’ sense of belonging. The results indicated that 
“Native American students who engaged with faculty in class and with diverse peers 
frequently and in varied ways felt a stronger sense of belonging in college than their 
same-race peers who engaged with others less frequently or not at all” (p. 49). In 
addition, sense of belonging was also reflected in these students’ grades. 
  
Other Personal Attributes 
 In addition to resilience, self-efficacy, and sense of belonging, other personal 
constructs–grit and hope–mediated individuals’ experience.  
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Grit. Duckworth, Peterson, Matthews, and Kelly (2007) defined grit as 
“perseverance and passion for long-term goals. Grit entails working strenuously toward 
challenges, maintaining effort and interest over years despite failure, adversity, and 
plateaus in progress” (p. 1087). Duckworth et al. (2007) asserted that students who 
displayed grit, “are not always as smart as less gritty individuals, but they perform 
beautifully in highly challenging situations where dropout is likely” (Hoover, 2012, p. 1). 
Duckworth et al. (2007) also suggested that individuals who possessed grit stayed on 
course and approached achievement as a “marathon”, whereas those who did not have 
grit often changed trajectory when faced with disappointment or boredom.  
Mangan (2012) proposed personal traits such as laser focus, resilience, and grit as 
producing insights into student success. Peter Gollwitzer argued that “using an ‘if then’ 
plan, a person can spell out the steps he or she must take to achieve the goal and deal with 
inevitable obstacles: ‘If X happens, I’ll cope with it by Y’” (Mangan, 2012). Likewise, 
Angela Duckworth stated perseverance and determination were pivotal when faced with 
obstacles, and further asserted “a scholar who plugs away on a book month after month, 
refining a thesis and deepening her understanding of a complex topic, needs the same 
kind of determination that an avid soccer player displays in persevering through injuries 
and loss” (Mangan, 2012). These theories of grit demonstrated connections to 
perseverance and was reminiscent of aforementioned features of resilience. 
Hope. Another noncognitive trait displayed by reverse transfer students was hope. 
Snyder (1995) defined hope as “the process of thinking about one’s goals, along with the 
motivation to move towards those goals (agency), and the ways to achieve those goals 
(pathways)” (p. 355). Studies indicated that students with high levels of hope received 
  
40 
better grades, graduated at higher rates, and had higher class rankings (Day, Hanson, 
Maltby, Proctor & Wood, 2010; Grasgreen, 2012; Rand, Martin & Shea, 2011; Snyder et 
al., 2002). Ciarrochi, Heaven, and Davies (2007) and Snyder et al. (2002) both concluded 
higher levels of hope predicted better academic performance even when natural ability 
was taken into consideration. Additionally, studies proposed that higher hope was 
associated with better psychological well-being (Ciarrochi et al., 2007) and higher self-
efficacy (Rand et al., 2011).  Also, research conducted by Curry, Snyder, Cook, Ruby, 
and Rehm (1997) and Snyder et al. (2002) determined that hope was correlated to 
academic achievement and college success. Day et al. (2010) further affirmed that “hope 
should be positively related to academic achievement because, if academic achievement 
is assumed to be a goal, hope is conceptualized as creating adaptive goal-specific 
expectancies and behaviors, which leads to a positive outcome of that goal” (p. 550). Day 
et al. (2010) added to this research by suggesting that hope uniquely predicted academic 
success regardless of personality, previous academic achievement, and intelligence. They 
noted that both the agency and pathways of hope could result in positive impact on 
academic achievement, though in different ways. Agency contributed to the predication 
of future academic achievement through the determination that academic goals could be 
attained. Pathways, on the other hand, led to future academic achievement via the “belief 
that successful plans and strategies can be generated and are available to achieve 
academic goals” (p. 551). The importance of agency and pathways as consequences of a 







Resilience, self-efficacy, sense of belonging, grit, and hope were interwoven 
within the learning process of adult learners. Exploring how these attributes are 
considered in the reflective process and learning process will be discussed further in the 
following section. Examining the roles of these personal attributes during the meaning 
making and reflective process allows for a better understanding of their significance in 
learning and achievement.  
 
 




Understanding what was learned from previous college experiences was an 
important perspective on how reverse transfer students navigated failure, transition, and 
pursuit of success. Various theories on learning from experience painted a broader view 
of how positive and negative experiences could curtail or enhance learners’ capacity to 
move forward.  Reflection and emotion were viewed as features likely to modify learning 
from experience. 
 
    
Learning from Experience  
Dewey’s (1938) Experience and Education served as a foundation for 
understanding learning from experience. Dewey postulated “amid all uncertainties there 
is one permanent frame of reference: namely, the organic connection between education 
and personal experience” (p. 25). He noted that experience was composed of an actual 
  
42 
event and the individual’s meaning-making of that event (Merriam, Caffarella, 
Baumgartner, 2007). Dewey (1938) emphasized that experiential learning occurred in 
social environments through contact and communication (Nicolaides & Yorks, 2008; 
Roberts, 2006). He also noted that awareness of moment-to-moment action (continuity) 
was in constant relationship to the phenomenon or experience (interactivity) (Dewey, 
1938).  
David Kolb was best known for laying the foundations of modern experiential 
education theory (Andersen, Boud & Cohen, 2000). His constructivist theory of 
experiential learning built upon the works of Dewey (1938), Piaget (1951), and Lewin 
(1935). Kolb’s (1984) theory of experiential learning stated that “learning is the process 
whereby knowledge is created through the transformation of experience” (p. 38). The 
learning process was presented as a cycle in four phases:  
   (1) An openness and willingness to involve oneself in a new experience 
(concrete experience); (2) observational and reflective skills so these new 
experiences can be viewed from a variety of perspectives (reflective observation); 
(3) analytical abilities so integrative ideas and concepts can be created from their 
observations (abstract conceptualization); (4) decision-making and problem-
solving skills so these new ideas and concepts can be used in actual practice 
(active experimentation). (Merriam et al., 2007, p. 164) 
 
Individuals could begin in any phase so long as they completed all four. Kolb viewed 
learning from experience through these abilities utilized in cyclical fashion from concrete 
experience to active experimentation (Merriam et al., 2007; Miller, 2000) and back to 
concrete experience. Ultimately, this illustrated “a holistic integrative perspective on 
learning that combines experience, perception, cognition and action” (Anderson et al., 
1993, p. 226). A unique aspect of Kolb’s theory was his focus on the experience itself 
and how experience shaped reflection and application to new experiences. Kolb (1984) 
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asserted that learning took place when individuals encountered and resolved problems in 
the real world.  
Several shortcomings of Kolb’s constructivist model have been identified. Jarvis 
noted that people brought their “biography” and “psychological history” to the situation, 
which shaped the active construction of experiences (Jarvis, 2001; Merriam et al., 2007). 
Jarvis proposed a situative model, based on the assumption that individuals had varying 
reactions to experience, allowing for multiple routes to learning (Smith, 1999). For Jarvis, 
“all experience occurs within the learner’s world, which is ever changing” (Merriam et 
al., 2007, p. 101). Furthermore, he asserted that learners were whole persons, made up of 
both mind and body (Jarvis, 2006). He considered the learning process as a link between 
the whole person and an experience that occurred in a social context (Merriam et al., 
2007).  He proposed that experiential learning consisted of a person–characterized as 
mind, body, self, and life history–encountering an experience that could not be 
understood on the basis of the person’s biography and experience thus far, which 
triggered uneasiness that, in turn, promoted learning (Jarvis, 2001). Learning was then 
depicted by acts of thinking, doing, and feelings (emotion) that generated different types 
of learning such as critical thinking, reflective learning, and action learning (Jarvis, 
2006). Emotions were seen as having the potential to affect thinking related to 
“motivation, beliefs, attitudes, and values” (p. 11). Jarvis’s holistic model was found to 
be apt for exploring how “uneasiness” triggered learning among reverse transfer students.  
In addition to Jarvis’s critiques, Boud and Walker (1991) criticized Kolb’s 
constructivist approach to experiential learning. They claimed that Kolb failed to 
incorporate the learner’s context (Boud and Walker, 1991; Fenwick, 2003; Merriam et 
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al., 2007;) and–similar to Jarvis’s (2001) critique–individual differences such as past 
histories, learning strategies, and emotion. These differences were believed to impact the 
meaning made by reverse transfer students (Boud & Walker, 1991; Fenwick, 2001; 
Merriam et al., 2007). Boud and Walker (1991) augmented Kolb’s model by specifying 
the contribution an individual’s specific context made to shaping experience.  
Additionally, they examined how history, learning strategies, and emotion altered 
reflection on experience (Fenwick, 2003).   
Boud, Cohen and Walker (1993) later described how experience-based learning 
was based on several assumptions:  
   Experience is the foundation of, and the stimulus for, learning; learners actively 
construct their own experience; learning is a holistic process; learning is socially 
and culturally constructed; learning is influenced by the socio-emotional context 
in which it occurs. (p. 225) 
 
Boud et al. (1993) continued to emphasize the importance of experience in conjunction 
with reflection that promoted future action (Anderson et al., 2000). They proposed three 
stages to learning from experience: returning to the experience, attending to feelings the 
experience provoked, and reevaluating the experience (Merriam et al., 2007). Boud et 
al.’s (1993) framing of experience-based learning maintained the essential characteristics 
of the experience, reflection, and applying reflections to new experiences as described by 
Kolb (1984), yet they also highlighted that feelings, senses, and past histories further 
defined learning. Like Jarvis, they took into account the whole person, noting that the 
individual’s prior experiences created meaning and deeper understanding. 
Philosophically, Boud (2005) proposed:  
that learning must take account of the learner and what he or she brings with them 
from all earlier experience as these not only provide the foundation for 
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dispositions, expectations and motivations, but also establish the base of 
knowledge and expertise on which knowledge must build. (p. 244) 
 
Boud (2005) and Boud et al.’s (1993) theory of experience-based learning encouraged a 
holistic understanding of how students learn by reconciling negative feelings while 
concurrently enhancing their positive feelings (Merriam et al., 2007). 
Finally, Weil and McGill (1989) categorized learning from experience into four 
distinct categories or “villages,” “assessment and accreditation of ‘prior’ experiential 
learning; experiential learning and change in post-school education and training; 
experiential learning and social change; personal growth and development” (p. 91).  
Although, each was distinct, they were not considered mutually exclusive and frequently 
intersected with one another (Boud, 2005). In fact, these intersections provided clarity on 
how reverse transfer students learned from previous experiences in the midst of their 
present, complex lives. Nicolaides and Yorks (2008) introduced learning through 
complexity, examining the increasingly complex social realities that surround the process 
of learning from experience. They explored connections among learning from experience, 
construction of meaning, the inquiry process, and principles of organizing in complexity 
theory (Nicolaides & Yorks, 2008). Given the varying lenses through which one could 
examine learning from experience, Miller (2000) noted that:  
the expansion of higher education that is currently taking place in many parts of 
the world gives rise to challenges to educators to devise ways of enabling the 
groups of learners to integrate their personal experience into their learning and to 
develop skills as self-reflexive lifelong learners. (p. 84) 
 
Understanding how learners “integrate” their “personal experiences” into their learning 
process was deemed critical when developing programs and supports for reverse transfer 
students’ success.  
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Learning from failure. Learning from experience has been researched in a 
variety of industries over the course of many years (Kolb, 1984; Schön, 1983, 1987). 
Myers, Staats, and Gino (2014) utilized attribution theory in their multi-method study of 
how individuals processed failed experiences as sources of learning. Myers et al. (2014) 
presented data “that support a conceptual model of learning from failure as operating 
through individuals’ internal attributions of failure, driven in part by ambiguity of 
responsibility, that lead to increased learning effort and subsequent improvement” (p. 31). 
Myers et al. (2014) concluded learning from failure involved attribution style as an 
“important moderator of the relationship between failure and learning” (p. 32). They 
further introduced the notion of ambiguity of responsibility and the key role of effort in 
learning (motivation).  
Learning from failure has persisted as a research topic in organizational 
management and psychology (Myers et al., 2014). Specifically, studies in organizational 
learning focused on the benefits of learning from failure (Audia & Greve, 2006; Kim & 
Miner, 2007; Madsen & Desai, 2010). Kim and Miner (2007) examined “whether 
organizations vicariously learn from near-failures and failures of others” (p. 687), and 
concluded that the “learning impact of types of failure-related experience varies with its 
industry origin” (p. 687). Madsen and Desai (2010) examined how organizations 
improved performance based on learning from success, learning from failure, or a 
combination of the two:  
   Organizations learn more effectively from failures than success, that knowledge 
from failure depreciates more slowly than knowledge from success, and that prior 
stocks of experience and the magnitude of failure influence how effectively 
organizations can learn from various forms of experience. (Madsen and Desai, 




Both studies provided context around learning from failure and the impact of these 
experiences on moving forward to success.  
Clark and Thompson (2013) said that failure was not always reflective of poor or 
inappropriate work, but rather could generate encouragement. Specifically, Clark and 
Thompson (2013) argued failure reflected good academic practice, was a teacher, drove 
progress, and drew attention to injustice.  
   Successful failure offers a means to accept failure in academic workplaces and 
deepen our thinking around both success and failure. However, by going further 
and ceasing to see ourselves or our work dichotomously as either ‘success’ or 
‘failures’ – a more empowered and better perspective on failure can be reached. 
(Clark & Thompson, 2013, p. 2146) 
 
In recognizing failure as an important part of success, it was reframed as an opportunity 
to learn.  
Shepherd, Patzelt, and Wolfe (2011) proposed that, although many move forward 
from failure and time heals wounds, “it heals differently depending on the strength of the 
individuals’ specific coping orientation” (p. 1239). Shepherd et al. (2011) surveyed 585 
research scientists in Germany to measure negative emotions about project failure, 
learning from failure, coping orientations, and perceived organizational normalization 
and concluded that learning from failure was not instantaneous or automatic, but took 
time and was dependent on individuals’ personal attributes. 
Cope (2011) further asserted that “recovery and re-emergence from failure is a 
function of distinctive learning processes that foster a range of higher-level learning 
outcomes” (p. 604). In phenomenological research with eight entrepreneurs, Cope (2011) 
determined that individuals not only learn about themselves but also the nature of 
networks and relationships, and learning from failure provided powerful learning 
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outcomes that were future-oriented and stimulated changes in self-awareness and 
assumptions of social practice.  
Another stream of research offered that learning from success was more effective 
than learning from failures. (Kc, Staats, & Gino, 2013; Myers et al., 2014). Kc et al. 
(2013) analyzed ten years of data from 71 surgeons who performed over 6,500 
procedures using new technology. They found “individuals learn more from their own 
success than from their own failures, but they learn more from the failures of others than 
from others’ successes” (p.1). More importantly, Kc et al. noted that “prior successes and 
others’ failures can help individuals overcome their inability to learn from their own 
failures” (p. 1). Russo-Netzer and Ben-Shahar (2011) used a case study approach to 
assess the success of a positive psychology course at Harvard University; they measured 
the success of the course through number of registrants and expressed disappointment 
when the course was not offered. Russo-Netzer and Ben-Shahar (2011) posited that 
examining the success of any given course could contribute to the development and 
teaching of popular broad-base courses. By understanding how adults learn from their 
previous success and failures, and reflect on and through these experiences, researchers 
have the potential to develop programs best suited to support learning from all kinds of 
experiences and outcomes. 
  
Reflective Practice 
A major component of learning from experience was reflection. Reflective 
practice allowed learners to make meaning of their experiences and subsequently learn 
from them. Through the process of reflective practices, one returned to the experience, 
considered and evaluated it, and ultimately made meaning from it (Merriam et al., 2007; 
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Boud, 2005). Merriam, Caffarella, and Baumgartner (2007) stated that reflective practice 
“allows one to make judgments in complex and murky situations – judgment based on 
experience and prior knowledge” (p. 172). York-Barr, Sommers, Ghere, and Montie 
(2001) identified key components to reflective practice: slowing down to consider 
various perspectives, an open perspective, active and conscious “processing of thought” 
(p. 7), and examination of beliefs, values and goals. Additionally, the role of emotion had 
to be considered to fully apprehend how learners made meaning of their experiences.  
Perhaps the most prominent theorist of reflective practice, Donald Schön, 
provided an overarching structure to reflective practice. Schön (1983) argued in the 
seminal text, The Reflective Practitioner, that scientific or tacit knowledge alone was not 
sufficient for practioners to fully understand the depths of actual practices. Practioners 
were required to engage in more artistic and professional judgment, developed and 
refined by experience (Chapman & Anderson, 2005). In order to promote this awareness, 
Schön encouraged reflection, specifically reflection-on-action and reflection-in-action 
(Chapman & Anderson, 2005; Schön,1983), differentiated by whether reflection occurred 
after or during the experience taken as object of the reflective analysis. 
Reflection-on-action involved thinking through a situation or experience after the 
situation or experience has occurred. Reflection on the actual event, situation, or 
experience resulted in a new perspective allowing for a change in behavior moving 
forward (Merriam et al., 2007). Schön (1983) illustrated reflection-on-action as when a 
person conducted a post-mortem analysis of an event or situation including personal 
reactions to the event, then developed new understandings to inform similar situations in 
the future. In contrast, the ability to think on one’s feet and make adjustments while an 
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event or situation unfolded was what Schön (1983) described as reflection-in-action. 
Specifically, Schön described reflection-in-action as reshaping “what we are doing while 
we are doing it” (Schön, 1987, p. 26). Most of the time, a professional relied on his 
knowing-in-action to go about his/her daily work and “often reveals a ‘knowing more 
than we can say’” (p. 51). However, when s/he encountered situations of surprise, 
uncertainty, or novelty, he reflects on the phenomenon before him, and on the prior 
understandings, which have been implicit in his behavior. He carries out an experiment, 
which serves to generate both a new understanding of the phenomenon and a change in 
the situation (Kwong & Mitra, 2012).  
Boud, Keogh, and Walker (1985, 1996) defined reflection as a “generic term for 
those intellectual and affective activities in which individuals engage to explore their 
experiences in order to lead to new understandings and appreciation” (p. 3). Boud et al. 
(1985, 1996) reworked Dewey’s (1938) assumption of five aspects of reflective thought 
into three and incorporated feelings and emotions. Reflection was initiated by 
recollecting events and revisiting the initial experience in the mind of the learner or 
returning to the experience, proceeded to attending to the feelings of the experiences by 
using helping feelings and removing those that are obstructive, and concluded with 
evaluating the experience (Boud et al., 1985). Moreover, this “involves re-examining 
experience in the light of one’s intent and existing knowledge, etc. It also involves 
integrating this new knowledge into one’s conceptual framework” (Smith, 1999, p. 68). 
As Cinnamond and Zimpher (1990) described Boud et al.’s work, “they constrain 
reflection by turning it into a mental activity that excludes both the behavioral element 
and dialogue with others involved in the situation” (p. 67). Despite these limitations, 
  
51 
Boud et al.’s (1985) attention to emotion in reflection provided a framework to further 
examine the role of emotion in the learning process.  
Boud, Keogh, & Walker (1996) subsequently updated their reflective process 
model. They described the learner as central to the reflective process, which was affected 
by their characteristics and aspirations. “The response of the learner to the next 
experience is determined significantly by past experiences which have contributed to the 
ways in which the learner perceives the world” (p. 35). Boud et al. (1996) also noted that 
it was necessary to take into account negative experiences from the past and how the 
learner responded, analogous to research on learning from failure detailed above. 
  
The Role of Emotion  
Researchers have long been interested in the role of emotions and feelings in adult 
learning (Brookfield, 1986; Dirkx, 2001, 2006; Dirkx & Espinoza, 2017; Postareff, 
Mattsson, Lindblom-Ylänne, & Hailikari, 2017). Dirkx noted “while emphasizing the 
positive contribution that emotion and affect make on learner motivation and self-esteem, 
emotions are nonetheless widely recognized as a kind of baggage that impedes effective 
teaching and learning” (Merriam, 2011, p. 350). Over the last decade, adult educators 
transitioned to accepting the importance and central role emotions play in learning and 
meaning-making (Dirkx, 2006, Dirkx & Espinoza, 2017; Jarvis, 2012; Merriam, 
Caffarella, & Baumgartner, 2007), spearheaded by the work of Dirkx who explored ways 
in which emotion manifested in adult learning, the nature and meaning of emotion, the 
role of emotion in human experience, and emotion and alternative ways of knowing 
(Merriam, 2011). Emotions manifested in adult learning in a variety of ways, from 
“positive and energizing to negative and distracting” (Merriam, 2011, p. 351). Adult 
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educators faced the challenge of helping learners understand and make meaning of the 
emotional experiences within the contexts of teaching and learning (Dirkx 2008; 
Merriam, 2011).  
   Some emotions are experiences in a fairly focused and time limited way within 
particular contexts, such as an angry reaction to being cut off in traffic or feeling 
insulted by what someone says in group discussions. Other emotions seem more 
diffuse and less restricted to particular contexts. (Merriam, 2011, p. 353) 
  
Ultimately, it was important to understand the context and qualities of emotions and 
feelings arising through learning.  
The nature and meaning of emotion in the learning process has often been debated 
over the decades (Dirkx, 2008, 2011; Merriam, 2011). Emotions have been regarded as 
largely undesirable within teaching and learning settings, as obstacles to reason and the 
development of knowledge (Merriam, 2011). The nature and meaning of emotion have 
been embedded in more recent holistic views of learning (Merriam, 2011), imaginal 
methods of understanding self through emotion (Dirkx & Espinoza, 2017), and success 
and progress of academic study during the transition to college (Postareff et al., 2017). In 
particular, Postareff et al.’s (2017) research concluded “that emotions have a central role 
in student learning during the transition to university…[which] gave new insights into the 
combinations of emotions and individual students experiences” (Postareff et al., 2017, p.  
451).  
 Views on the role of emotions in the human experience have varied. Solomon 
(2008) stated “emotions are intimately bound up with judgements we make, and they 
represent strategies for living with these judgements within the world” (p. 1). Conversely, 
scholars such as Hillman (1965), Watkins (2000), and Dirkx and Espinoza (2017) “stress 
the importance of emotions to imaginative engagement with the world” (Merriam, 2011, 
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p.357). Emotions symbolized the ways of understanding one’s unconscious self 
(Merriam, 2011). 
 Emotion in alternative ways of knowing were included in theories of learning 
from experience, whole person learning, spiritual experience and transformative learning. 
Emotions assumed a central role in experiential learning, specifically “helping adult 
learners work through some of the emotions and feelings arising within their learning 
contexts” (Merriam, 2011, p. 358). Yorks and Kasl’s (2006) whole person learning 
“posits a more holistic understanding of learning through experience and the foundational 
role of affect in this process” (Merriam, 2011, p. 358). The spiritual experience or the 
search for meaning and making connections to community or divinity (English, Fenwick, 
and Parsons, 2003) often took into consideration feelings and emotions (Palmer, 1993). 
Transformative learning theories incorporated areas of experiential and whole person 
learning, while interweaving consciousness and personality (Boyd, 2003; Dirkx, 2001, 
2006).  
Emotion in reflective practice. The powerful role that emotions and feelings 
played in everyday adult learning experiences has often been acknowledged (Callahan, 
2004; Dirkx, 2001, 2006; Yorks & Kasl, 2002). Specifically, Dirkx (2001) said 
“emotions are important in adult education because they can either impede or motivate 
learning” (p. 63). Boud et al. (1985) also instilled emotional elements into their theory of 
reflective practice. Goleman (1996) noted that emotion guided learners in making daily 
decisions. Emotions were often a powerful force producing meaning from both physical 
and social surroundings (Callahan, 2004; Dirkx, 2006; Goleman, 1996; Lutz, 1988; 
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Shuck, Albornoz, & Winberg, 2013). Shuck, Albornoz, and Winberg (2013) further 
asserted that:  
serving as motivation to pursue desires, emotion creates purpose and shapes the 
context of learning experiences (Merriam & Caffarella, 1999; Reeve, 2001)… 
entering the cognitive system, emotions are recognized and as a result alter 
thought patterns, affecting the experience of how adults learn (Opengart, 2005). 
(p. 108) 
   
While emotions were often framed as a response to experiences outside the individual, 
they were also assessed as indications of the learner’s self-concept.  Dirkx (2006) 
asserted that learners’ expressions of emotion within experience depicted connection to 
the learner’s consciousness. Shuck et al. (2013) stated:  
holistic by definition, feelings are the manifestations of both biological and 
cognitive processes working in tandem. Feelings determine why we cry and why 
we laugh, successfully creating opportunities for creating meaning in context of 
the learner’s experience. (p. 110)  
 
Lutz (1998) described emotion as a framework that adults used for meaning-making, 
allowing learners’ values and understanding of their surroundings to be expressed. 
Denzin (1984) added the meaning we make from experiences reflected the learner’s 
perspective. As Shuck et al. (2013) concluded, “emotion refers to the self, and 
understanding its dynamics allows for the development of self-knowledge. Understanding 
the emotional effect of learning allows us to more holistically reveal our inner beings to 
the outside world” (p. 111). These assumptions were critical to assessing how reverse 
transfer students made meaning of the impact of failure, how emotional reactions to that 
failure contributed to their learning at the community college, and how such emotions 
conveyed views of themselves as learners.  
In contrast to learner-centered analysis of the role of emotion in reflection, Shuck 
et al. (2013) proceeded to delineate that understanding the dynamics of emotions and the 
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self-provided context to the individuals’ development of self-knowledge.  The 
importance of emotion to each individual was extended to consideration of emotion in 
the planning of learning experiences:  
   Educators should give thought to the types of environment they create and to 
the emotionality of the classroom. Settings low in emotional awareness that fail 
to produce a sense of engagement do not fully develop the student’s potential. 
From the constructivist perspective, classroom settings allow ideas to interact in 
the mind and with the environment, creating value and meaning. Students must 
feel safe to interact, experiment, and explore new topics and constructs. In 
dichotomist fashion, they must feel safe to succeed as well as to fail. (Shuck et 
al. 2013, p. 111) 
 
Overall, creating an emotionally safe environment where learners felt safe to construct 
realities and reactions of any valence was viewed as beneficial. Furthermore, scholars 
suggested that adult educators paid attention to the environments that are emotionally 
safe in order for learners to freely construct their realities (Callahan, 2004; Dirkx, 2001, 
2006). Yet Dirkx (2006) argued that practitioners in adult and higher education often 
failed to recognize the importance of emotion in the meaning-making process. Finally, 
Felten et al. (2006) examined the distinction that Eyler and Giles (1999) made of emotion 
and reason through the following, “students need considerable emotional support when 
they work in settings that are new to them; there needs to be a safe space where they 
know that their feelings and insights will be respected and appreciated” (p. 185). These 
arguments emphasized how significant it was to appreciate the centrality of emotions in 
reverse transfer students’ reflective practices. 
 
Summary 
Literature reviewed for learning from experience and reflective practice yielded 
several factors for further analysis of findings of this study. Considerations were 
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extended to learners’ meaning making processes, past histories, experiences of failure 
and success, cultural and social networks, and emotions as key factors shaping, 
facilitating, and potentially constraining their reflections. 
 
 




This portion of the literature review examined the various sources of supports 
described in terms of types, functions, and measurements (Schlossberg, Lynch, & 
Chickering, 1989). Specifically, the literature review focused on higher education areas 
of student retention and persistence, including theories of student departure and 
involvement and a model of student retention. In addition, social and academic 
integration components were also considered.  
 
Tinto’s Theory of Student Departure 
Tinto’s theory of student departure relayed the importance of student involvement 
in the transition experience and draws from particular experiences of transfer students 
(Tinto, 1993). Tinto’s theory is one of the most widely theories used in the field of higher 
education (Melguizo, 2011). Foundationally, Tinto’s model is based on a component of 
Arnold van Gennep’s (1960) work regarding gaining membership in societies and stages 
of integration: separation, transition, and incorporation (Melguizo, 2011). Specifically, 
Tinto asserted: 
separation involves students’ ability to disassociate themselves to some degree 
from the norms of past communities, including families, high school friends, and 
other local ties. Transition occurs after the successful negotiation of separation.  
In transition, students find themselves in a situation where they have separated 
themselves from the norms and patterns of their past lives but have not yet 
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adopted norms and behaviors from their new environment. Incorporation   
happens when students adapt to and adopt the prevailing norms and behavior 
patterns of their college or university community. (Milem & Berger, 1997 p. 388)  
 
Tinto built on the limitations of van Gennep’s framework to “provide a way of thinking 
about the informal process of interaction among individuals on campus” (Melguizo, 
2011, p. 398). Tinto drew upon French sociologist Emilie Durkheim’s work on suicide. 
While no direct analogies should be drawn from suicide and college dropout, Tinto 
argues, “the two forms of behavior can be understood as a voluntary withdrawal from 
local communities” (Melguizo, 2011, p. 398).  
Tinto (1993) proposed that the sources of student departure are primarily in “three 
specific areas–academic problems, failure to integrate socially and intellectually with the 
culture of the college or university, or a low level of commitment to the college or 
university” (Long, 2012, p. 52). The core of the model highlights the importance of 
student engagements and the learning communities of a college (Melguizo, 2011). 
Specifically, “the model argues the interplay between individual goals and commitments 
(internal and external) influence not only whether people leave but also the way in which 
they leave” (Melguizo, 2011, p. 399).  In Tinto’s words:  
there appears to be an important link between learning and persistence that arises 
from the interplay of involvement and the quality of student effort. Involvement 
with one’s peers and with the faculty, both inside and outside the classroom, is 
itself positively related to the quality of student effort and in turn to both learning 
and persistence. (Tinto, 1993, p. 71)  
 
Long (2012) further clarified Tinto’s model by suggesting that “students enter higher 
education with unique and individual characteristics ranging from socioeconomic 
circumstances, family support, clarity of purpose for higher education, and cultural and 
social values” (p. 52), as well as previous experiences. Specifically, Tinto stated that 
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student departure decisions arise “out of a longitudinal process of interaction between an 
individual with given attributes, skills, financial resources, prior educational experiences, 
and dispositions (intentions and commitments) and other members of the academic and 
social systems of the institution” (Tinto, 1993, p. 113). Tinto’s theory considered the 
numerous variables that contribute to students’ failure in higher education.  
Melguizo (2011) noted that Tinto finishes his student departure theory description 
with four observations: 
   First, the process of departure is associated with the perceptions of the 
individual of his/her experiences within an institution. Second, this is an 
interactional system of individual learning. Third, both forms of integration, 
social and academic, are essential to student persistence. And fourth, a model of 
institutional departure is a model of educational communities with the classroom 
at its very center, and persistence as a whole is an education phenomenon. (p. 
399)  
 
The main pillars of Tinto’s (1993) theory were social and academic integration, as 
highlighted above. He also argued that the institution and students themselves are of 
equal importance in student persistence (Melguizo, 2011).  
It is important to note that there are several limitations and critiques to Tinto’s 
theory (Attinasi, 1989, 1991; Braxton, Sullivan, & Johnson, 1997; Tierney, 1991, 1992, 
1993), most notably that it may not be readily applicable to two-year institutions or less 
conventional student populations (Melguizo, 2011). However, Tinto’s theory of student 
departure provided context as to why students depart four-year institutions and it 
pinpoints the significance of understanding the relationship between student involvement 






Astin’s Involvement Theory 
Astin (1999) promoted the theory of student involvement as a simple explanation 
“of the most empirical knowledge about environmental influences on students’ 
development that researchers have gained over the years” (p. 518). It embraced principles 
from psychoanalysis and classical learning theory and is used by researchers, college 
administration, and faculty to guide research and design more effective learning 
environments (Astin, 1999). Astin (1999) defined the construct of involvement as “the 
amount of physical and psychological energy that student devotes to the academic 
experience” (p. 518) and drew from the Freudian concept of cathexis–the investment of 
psychological energy in objects and persons outside of themselves (Astin, 1999). It also 
pulled from Astin’s (1975) original college dropouts that identified factors that affect 
student’s persistence in college. According to Astin (1999), student involvement: 
refers to the quantity and quality of the physical and psychological energy that 
students invest in the college experience. Such involvement takes many forms, 
such as absorption in academic work, participation in extracurricular activities, 
and interaction with faculty and other institutional personnel. (p. 528)  
 
Likewise, student involvement was directly proportional to student outcomes in terms of 
learning and development (Astin, 1999).  
Astin’s (1999) Involvement theory has five main postulated:  
 Involvement refers to the investment of physical and psychological energy in 
various objects. The objects may be highly generalized (the student 
experience) or highly specific (preparing for a chemistry examination). 
 Regardless of its object, involvement occurs along a continuum; that is, 
different students manifest different degrees of involvement in a given object, 
and the same students manifests different objects at different times. 
 Involvement has both quantitative and qualitative features. The extent of a 
student’s involvement in academic work, for instance, can be measured 
quantitatively (how many hours the students spends studying) and 
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qualitatively (whether the students reviews and comprehends reading 
assignments or simply stares at the textbook and daydreams).  
 The amount of student learning and personal development associated with any 
educational program is directly proportional to the quality and quantity of 
student involvement in that program. 
 The effectiveness of any educational policy or practice is directly related to 
the capacity of that policy or practice to increase student involvement. (p. 519)  
 
Furthermore, “the theory of student involvement is more concerned with the behavioral 
mechanisms or processes that facilitate student development (the how of student 
development)” (Astin, 1999, p. 522).  It emphasized the actions of students versus those 
of educators, focusing on motivation and time and energy contribution (Astin, 1999).  
Astin (1999) also noted that institutions and college administrators must take advantage 
of the time and effort students devote to activities for gain. Evans, Forney, Guido, Patton 
and Renn (2010) noted: 
rather than examining development, Astin focuses on factors that facilitate 
development. He argued that for student learning and growth to occur, students 
need to actively engage in their environment, and educators need to create 
opportunities for in-and out-of-classroom involvements. Astin’s theory also 
provides support…to create programs to further engage adult students by 
providing opportunities for active involvement. (p. 31) 
  
The theory of involvement “also provides a useful frame of reference for working with 
students who are having academic difficulties…and understand the principal objects on 
which their energies are focused” (Astin, 1999, p. 527). In this way, the theory of 
involvement shed light on where students focused their energies as they encountered 
academic difficulties.  
 
Astin’s Input-Environment-Outcome Model 
Astin’s (1993) Input-Environment-Outcomes (I-E-O) model provided a 
framework to examine how learning cannot be assessed without examining the college 
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environment and characteristics of students.  The IEO model focused on the following 
factors: student inputs (demographics, student background, previous experiences), 
students’ environments (including range of experiences encountered in college), and 
student outcomes (the characteristics, knowledge, attitudes, beliefs, values, etc. that exist 
after college). Astin (1993) asserted that the interplay amongst these three factors can 
influence each other. For example, the model suggested that inputs in combination with 
environments influence outputs. Specifically, inputs denoted a student’s background, 
previous experiences, qualities, sets of beliefs/values, career goals, academic major, 
religious beliefs, and other measureable attributes that shape an individual (Astin, 1993). 
Astin (1993) referred to the term environment as the events and experiences students 
experience while in college, including pre-college environments (family and school) and 
college environments (peers, professors, living arrangements, social interactions).  
Outcomes referred to a variety of measures at the end of the college experience, including 
graduation and employment.  
Astin developed the I-E-O model “to address the basic methodological problem 
with all non-experimental studies in the social sciences, namely the non-random 
assignment of people (inputs) to programs (environments)” (Astin & Sax, 1998, p. 252). 
This model can be applied in a variety of instances and has been influential in the 
development of assessments and learning outcomes. The I-E-O model provides a 
conceptual understanding of the complexities of student experiences. The model 
emphasizes the student’s individual characteristics in combination with the unique 




Bean’s Psychological Model of College Student Retention 
Bean and Eaton (2000) presented a psychological model for student retention and 
social integration. Bean and Eaton’s model is based upon several psychological theories, 
including attitude-behavior theory, coping behavioral theory, self-efficacy theory, and 
attribution theory, specifically locus of control (Mertes, 2013). Bean and Easton’s model 
considered past behaviors at the individual level and makes the assumption that behavior 
is a choice (Bean & Eaton, 2000). Bean and Eaton (2000) paid attention to learners’ past 
behaviors, initial self-efficacy, initial locus of control, and initial coping strategies upon 
entry into the institution. These considerations were taken into account to develop a 
positive or negative interaction with the institution environment. According to Mertes 
(2013), the model allows that, “past behaviors and beliefs determine where a student’s 
falls in regards to the aforementioned four theories” (p. 21) Mertes (2013) expanded on 
the model, noting: 
a student’s past experiences may have led him/her to have certain locus of control, 
or a level of self-efficacy. This, in turn, influences how the student initially 
interacts with the college environment. As the student begins to react to new 
stimuli, he/she will learn new strategies for navigating the new environment. 
Success in navigating this new environment hopefully will lead to higher self-
efficacy and a more positive attitude. Success in coping with new situations will 
help reduce stress, which will in turn lead to shift in locus of control. (p. 21) 
 
In consideration of these four theoretical areas, Bean and Eaton (2000) suggested an 
increase in students’ social and academic integration and motivation, leading the 
retention and persistence.  
 
Community College Research  
Derby and Smith (2004) further promoted Astin’s student involvement theory by 
suggesting an orientation course to increase student retention at community colleges. 
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Findings from their quantitative study of 7,466 matriculated students at a Midwestern 
community college suggested an association between orientation course enrollment and 
student retention. Derby and Smith (2004) noted that reverse transfer students who 
enrolled in an orientation course were less likely to drop out and be successful. In 
particular,  
when considering reverse transfer students, a finding consistent across the cohorts 
was an association between orientation course enrollment and student dropping-
out. Greater proportions of students who took the orientation course did not fit 
into the drop-out category. (Derby & Smith, 2004, p. 771) 
 
Derby and Smith’s (2004) findings proposed the positive outcomes associated with the 
physical and emotional components of their campus.  
Karp, O’Gara, Hughes (2008) conducted in-depth interviews to better understand 
how these learners engage with their institutions within Tinto’s (1993) integration 
framework. A sample of 46 students from two community colleges participated in this 
qualitative study. Karp et al.’s (2008) findings suggested that integration does take place 
within the community college at both social and academic capacities. Furthermore, 
information networks were an important component of these integrations, including 
campus connections and strength of social connections. Karp et al. (2008) concluded that,  
contrary to findings from other studies that apply Tinto's framework, we find that 
these two forms of integration develop in concert for community college students. 
The same activities lead to both academic and social relatedness. This is 
particularly true for information networks that students develop in the classroom. 
(p. 69) 
 
These findings have implications for understanding how reverse transfer students 
integrate at the community college.  
Karp (2011) studied the ways at-risk students benefit from non-academic support 
at the community college by reviewing theories of student persistence and program 
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evaluation literature. Karp (2011) identified the following mechanisms with positive 
student outcomes: (1) creating social relationships, (2) clarifying aspirations and 
enhancing commitment, (3) developing college know-how, and (4) making college life 
feasible. Karp (2011) concludes: 
   Identifying these mechanisms allows for a deeper understanding of both the 
functioning of promising interventions and the conditions that may lead students 
to become integrated into college life. Notably, each of these mechanisms can 
occur within a variety of programs, structures, or even informal interactions.      
(p. 1) 
 
Karp’s (2011) findings provide a deeper understanding of how students navigate 
opportunities and are successful at the community college.  
Bickerstaff, Barragan, Rucks-Ahidiana (2012) focused on “confidence of students 
at the outset of their community college careers, the ways in which confidence impacts 
behaviors and persistence, and how student confidence is affected by experiences in 
college” (p. 1). Bickerstaff et al. drew from a larger study of student success courses 
(Karp et al., 2012) to examine data from semi-structured interviews of 97 students who 
attended community college in Virginia. Their findings concluded:  
student confidence is shaped in part by past academic experiences and 
expectations of college upon entry and that student confidence is continually 
shifting as a result of interactions with peers, faculty, and others. Additionally, the 
analysis indicates that academic confidence can impact student motivation and 
academic behaviors that are associated with success. (p. 1) 
 
Bickerstaff et al.’s (2012) research lends itself to clearly discovering how non-cognitive 
attributes contribute to student success at the community college. Student support 
services have been critical in student retention and persistence. However, with additional 
in understanding about how specific programs support specific learners, higher education 




Social integration, academic integration, and sense of belonging are important 
components to student retention, persistence, and student success at community colleges 
(Deil-Amen, 2011; Mertes, 2013). Tinto, Astin, and Bean all presented models for 
student retention, persistence, and support for students in higher education, taking into 
account the role of integration. Many note, however, there is a lack of understanding of 
how these models are adaptable in the community college setting (Deil-Amen, 2011; 
Mertes, 2013). Recently, research has examined how applicable these retention and 
persistence models are within the community college setting (Deil-Amen, 2011; Karp, 
Hughes, & O’Gara, 2008; Mertes, 2013) and have explored strategies for student success 







To gain a better understanding of how adult learners made meaning of their 
reverse transfer experience, navigated opportunities at the community college, and 
succeeded at the community college, the following conceptual framework was 
constructed (Figure 1). The framework was informed by the literature review, shaped by 
the research question, and guided by analysis of data. Specifically, the conceptual 
framework informed interpretations of how reverse transfer students learned to succeed 
and navigate opportunities at the community college. The conceptual framework intended 
to illustrate the learning processes of reverse transfer students. While these processes 
were not necessarily linear or universally enacted, the components were interdependent. 
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The diagram depicted key features of the learning process for these adult learners. 
Components included the reverse transfer experience, the reflective process, engagement, 
and community college success. The reverse transfer experience was viewed as beginning 
with this learning process, noting emotions associated with dismissal from the four-year 
institution and the feeling of failure. Central to this process was reflective practice, 
including attending to emotions, assessing self, and evaluating previous college 
experience. The cyclical relationships among these components was assumed to be 
iterative and new items emerged and were incorporated as the learning process continued. 
This learning process was believed to foster engagement in various activities, attainment 
and construction of knowledge (both contextual and previous college knowledge), and 
skill development and ultimately led to community college success including graduation, 
transfer, and/or entry into the workforce.  
 
 









Literature on reverse transfer students, adult learners, resilience, self-efficacy, 
sense of belonging, grit, hope, learning from experiences, reflective practice, and student 
persistence and retention provided the conceptual and theoretical foundations for this 
study and underpinned the conceptual framework.  The themes identified above shaped 
the research questions and guided data collection and analysis methods.  The conceptual 
framework helped the researcher to understand how these reverse transfer students made 
meaning of their experiences and learned to navigate opportunities and succeed at the 


























To better explore how reverse transfer students overcome failure, perceive their 
reverse transfer experience, and learn to navigate opportunities to succeed at the 
community college, this study employed a qualitative methodological approach.  This 
chapter presents the methodological design, research question and sub-questions, areas of 
the information gathered, and data collection and analysis procedures. Finally, it provides 
the rationale for methods chosen and concludes with a discussion on trustworthiness, 







 The study utilized a qualitative research methodology to gain rich perspectives on 
the reverse transfer experience by addressing questions of how these learners made 
meaning of the reverse transfer experience, learned to overcome failure to achieve at the 
community college, and utilized strategies to succeed and navigate opportunities at the 
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community college. As Creswell (2009) indicated, the qualitative approach arose from a 
constructivist paradigm that allowed for collection of the participants’ meanings, focus on 
a central phenomenon, and inclusion of personal values in the study. Furthermore, this 
methodology relied on the participants’ views of situations (Creswell, 2009). “Words, 
especially organized into incidents or stories, have a concrete, vivid, meaningful flavor 
that often proves far more convincing to a reader – another researcher, a policymaker, a 
practioners – than pages of summarized numbers” (Miles & Huberman, 1994, p. 1). Thus, 







This research study was approached in four phases (Table 1). The first phase 
consisted of a review of the literature and pilot exploration of reverse transfer student 
experiences. Next, an email with a recruitment tool and critical incident questions was 
disseminated; critical incident responses were collated and analyzed. Phase three 
included the interviews which were coded and analyzed for emergent themes. The final 
phase was constituted by document review and member check-in, which established the 
study’s findings and assisted the researcher in determining presentation of key themes.  
The literature was gathered through online searches using various search engines: 
ProQuest, Google Scholar, ERIC, JSTOR and Teachers College Digital Dissertation. 
Relevant articles were stored in NVivo and the researcher’s Google Drive and Dropbox 





Overview of research design  
Phase Action  Outcome 
Phase 1 
Literature Review  
conceptual framework 
initial coding scheme 
Pilot 
two interviews conducted 
conceptual framework revised 
initial coding scheme refined 
Phase 2 
Recruitment Email 2,931 potential participants contacted 
Recruitment Tool 
demographic information gathered for 108 respondents 
62 respondents accepted 1-on-1 interview; 46 
respondents declined 
Critical Incident Questions 
(CI) 
rich dataset on impact of failure and succeeding at 
community college 
108 critical incident responses collected 
Coding emerging codes, sub-themes, and themes established  
Data Analysis synthesis and analysis of CI data  
Phase 3 
Interview 
37 interviews scheduled 
28 interviews conducted  
Coding  
line-by-line application of final coding scheme to all 
interview transcripts using NVivo 
 
themes and sub-themes finalized 
Data Analysis 
cross-case analysis among individual participants and 
across three subgroups  
Phase 4 
Document Review 
GPA and degree progress information verified for each 
interview participant  
Member Check-In 
transcripts reviewed 
transcription inconsistencies corrected 
Findings  
study findings established 
conclusions and recommendations formulated 
 
Pilot interviews were conducted with two reverse transfer students enrolled in the 
New Start Program at Kingsborough Community College. A semi-structured interview 
protocol was created to explore the following research question: How do reverse transfer 
students learn to succeed and navigate opportunities at the community college? The pilot 
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interviews provided informed modification of the interview protocol, improved interview 
questions to encourage a more robust account of students’ experiences, refined 
recruitment and screening procedures, and identified additional areas of literature to 
review.  
 The next phase included sending the recruitment email (Appendix B) to potential 
study participants, collecting responses to the recruitment tool and critical incident 
questions, and coding and analysis of critical incidents. A link to the recruitment tool and 
critical incident questions was embedded within the email and sent to potential study 
participants. In addition to ascertaining demographic information, the recruitment tool 
inquired if the respondent would be interested in participating in a one-on-one interview 
to further discuss their reverse transfer experience.  
QSR International NVivo data analysis software was chosen as a user-friendly 
platform to organized all responses. Critical incidents were coded utilizing the initial 
coding scheme resulting from the literature review, and new codes emerged from the 
data. Codes and themes were then analyzed and trends noted to guide further exploration 
during interviews. Data collection methods will be discussed in more detail later in this 
chapter.  
 Phase three consisted of interviews, which were scheduled based on interest 
expressed in response to the recruitment tool. In total, 28 interviews were completed. The 
interviews were transcribed, uploaded to NVivo, coded and analyzed. Additional 
description of interview data collection and cross-case analyses in included below.  
 The final phase included document review, member check-in, and emergence of 
findings, conclusions, and recommendations. The document review and member check-in 
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verified accuracy of transcripts and demographic information provided by participants. 
After reviewing the full analysis of all data, final themes and sub-themes were established 
and compared against those arising from the initial literature review. Finally, conclusions 







To shed light on the experiences of reverse transfer students, the following 
research question and sub-questions were addressed in the research interviews: How do 
reverse transfer students overcome previous failure to succeed at a community college? 
Sub-questions included: 
 How do students describe the impact of their reverse transfer experience? 
 What do reverse transfer students report as the experiences and learning that 
enabled them to succeed at the community college? 
 What and how do reverse transfer students learn to navigate opportunities at a 
community college? 








In accordance with the purpose, problem statement, research questions, 
conceptual and methodological framework, this study sought demographic, conceptual, 
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and perceptual information. To gain a robust picture, twenty-eight semi-structured 
interviews were conducted. Information was collected via the recruitment tool, critical 
incident questions, and semi-structured interviews. Additional descriptions of these 
instruments are included below.  
 
Demographic Information 
Demographic information included participants’ contact information, age, gender, 
ethnicity, educational history (including all previous institutions attended), GPA at senior 
college, and GPA at community college. It was also necessary to gain insight into any 
competing commitments these students had during their educational journey, such as 
familial responsibilities and employment status. Demographic information enabled 
identification of three categories of reverse transfer students: those currently enrolled 
with 45 credits or more towards completion of the associate’s degree; those who had 
graduated and transferred to a four-year institution; and those who graduated and entered 
employment.   
 
Conceptual Information 
Conceptual information structured the study and provided a theoretical structure 
from which to approach the analysis. Much of the conceptual information was derived 
from the literature review in specific areas of reverse transfer students, learning from 
experience, and reflective practice. The conceptual framework as the outcome of the 
literature review diagramed the learning process of successful reverse transfer students. 
Embedded within the framework are components of learning from experience, reflective 





Perceptual information secured an authentic understanding of the reverse transfer 
experience. This information included these students’ perceptions at various points in the 
reverse transfer experience, including when they first learned of their academic dismissal 
from the senior college, how they made the decision to enroll at the community college, 
what they learned from their academic failure, how they moved forward from that 
experience, and what learning was needed at the community college. This information 
was gathered via critical incident questions within the recruitment tool and through semi-







For this study, the researcher contacted the Information Technology department at 
Kingsborough Community College and requested a query to identify students who met 
the following criteria: currently enrolled transfer student with 45 credits or more; 
participants in the New Start program; and students who graduated between fall 2014 to 
spring 2016 and had participated in the New Start program during their time at the 
college. The query identified 2,931 potential participants. A recruitment email was sent to 
these potential participants seven times over the course of six months (July 2016-
December 2016). A total of 20,517 emails were sent and yielded 108 unique responses, 
with sixty-two respondents indicating an interest in participating in a one-on-one 
interview to discuss their reverse transfer experience. Contact information and permission 
to access to their community college transcript were requested. An email and phone call 
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was placed to those who volunteered for a one-on-one interview to arrange a specific 
date, time, and location for the interview. Of 62 respondents who indicated they would be 
interested in scheduling an interview, 37 scheduled with an agreed upon date, time, and 
location.  Twenty-eight interviews were completed, 20 in-person and eight by telephone. 
Nine individuals scheduled for interviews did not attend the appointment; phone and 
email attempts were made to follow up, with no success.  
 
Study Subgroups  
 Three subgroups of reverse transfer students were identified to enhance analysis 
by cross-case comparison: those enrolled in a community college with 45 credits or more 
towards completion of the associate degrees, those who had graduated from a community 
college and transferred to a four-year institution, and those who had graduated and 
entered full-time employment. These three subgroups were thought to represent the full 
range of experiences of reverse transfer students based on timing of initial dismissal and 
enrollment at the community college, earned associate’s degree and transfer back to the 
four-year institution, and earned associate’s degree and working. 
 
Study Participant Overview 
Interviewees represented a wide range of demographics and experiences and were 
assigned pseudonyms to ensure confidentiality. Fifteen were female and 13 male; the 
average age of participants was 29 years old, with the youngest being 20 years old and 
the oldest being 57 years old. Twenty-two were nontraditional (25 years-old or older). 
The average time between leaving the four-year institution to enrollment in community 
college was approximately five years, with several reverse transfer students enrolling at 
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the community college the next semester after leaving the four-year institution and one 
participant waiting 30 years. The average GPA at the community college was 2.89. There 
were 22 first-generation participants and 20 who worked while at the community college.  
Table 2 













Enrolled in CC - 45 credits + Abe 23 M 23 0 1.7 Black or African American 
Enrolled in CC - 45 credits + Andrea 43 F 21 0 2.3 Asian 
Enrolled in CC - 45 credits + Brienne 33 F 27 1 3.2 Black or African American 
Enrolled in CC - 45 credits + Carl 59 M 31 6 3.69 White - Not Hispanic or Latino 
Enrolled in CC - 45 credits + Carol 6 F 57 30 3.43 Black or African American 
Enrolled in CC - 45 credits + Daryl 26 M 29 9 2.47 Other 
Enrolled in CC - 45 credits + Dawn 34 F 34 11 2.17 Black or African American 
Enrolled in CC - 45 credits + Eugene 19 M 27 5 3.22 Asian 
Enrolled in CC - 45 credits + Glenn 48 M 20 0.5 3.24 Asian 
Enrolled in CC - 45 credits + Lori 73 F 41 20 3.63 Hispanic or Latino 
Enrolled in CC - 45 credits + Olivia 60 F 24 0 2.77 Black or African American 
Enrolled in CC - 45 credits + Paul 55 M 21 0.5 3.18 White 
Enrolled in CC - 45 credits + Rosita 28 F 28 1 2.41 Black or African American 
Enrolled in CC - 45 credits + Shae 36 F 28 8 3.97 Other 
Enrolled in CC - 45 credits + Sophia 84 F 22 0 2.16 Black or African American 
Graduated - Transfer Maggie 10 F 45 10 3.14 Other 
Graduated - Transfer Melo 7 M 26 4 2.89 Black or African American 
Graduated - Transfer Merle 65 M 26 2 3.93 Asian 
Graduated - Transfer Morgan 54 M 31 0 2.06 Black or African American 
Graduated - Transfer Rick 95 M 25 0 3.27 Hispanic or Latino 
Graduated - Transfer Spencer 57 M 23 0 4 Hispanic or Latino 
Graduated - Transfer Tara 11 F 31 2 3.77 Black or African American 
Graduated - Work Bruce 2 M 38 8 2.21 Hispanic or Latino 
Graduated - Work Enrika 4 F 30 0 3.24 Black or African American 
Graduated - Work Max 1 M 30 0 3.36 Hispanic or Latino 
Graduated - Work Nikki 3 F 26 0 2.98 Black or African American 
Graduated - Work Oksana 8 F 27 0 0 White - Not Hispanic or Latino 
Graduated - Work Sasha 20 F 25 0.5 2.54 White - Not Hispanic or Latino 
*GPA for those who graduated and/or transferred are based upon GPA at time of 
departure from community college  
 
Study participants identified into the following race categories: Asian (n= 4), Black or 
African American (n= 12), Hispanic or Latino (n= 5), Other (n= 3), White (n= 1), White 
– Not Hispanic or Latino (n= 3). Finally, 15 participants were enrolled at the community 
college at the time of the interview; seven participants graduated from the community 
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college, transferred, and were enrolled at a four-year institution at the time of the 
interview; and six participants graduated from the community college and were working. 
Table 2 displays demographics of these participants and indicates their CI respondent 
number.  
Table 3 displays the college(s) attended by participants prior to attending Kingsborough 
Community College. Specifically, this table displays whether participants attended a 
community college (CC), a City University of New York (CUNY) institution, a State 
University of New York institution (SUNY), a private institution, or other type of  
Table 3 
College(s) Attended by Participants Prior to Enrollment at Kingsborough Community 
College 
Participant Gender Age College College 2 College 3 
Abe M 23 Private - NS   
Andrea F 21 CUNY CUNY  
Brienne F 27 CUNY   
Bruce M 38 CUNY   
Carl M 31 CC CUNY  
Carol F 57 CUNY   
Daryl M 29 CUNY   
Dawn F 34 CUNY CUNY  
Enrika F 30 CUNY   
Eugene M 27 CUNY   
Glenn M 20 CUNY   
Lori F 41 Private - Non NS Private - Non NS Private - NS 
Maggie F 45 Non NS   
Max M 30 CUNY   
Melo M 26 CUNY   
Merle M 26 CUNY   
Morgan M 31 CUNY   
Nikki F 26 CUNY CUNY  
Oksana F 27 CC CUNY  
Olivia F 24 CUNY   
Paul M 21 CUNY   
Rick M 25 CUNY   
Rosita F 28 Private - Non NS CUNY  
Sasha F 25 CUNY   
Shae F 28 CUNY   
Sophia F 22 CUNY   
Spencer M 23 Private - NS   
Tara F 31 CUNY   
 
institution. All CUNY institutions offer the New Start program, as do several SUNY 
institutions (indicated by SUNY – NS versus SUNY non-NS); several private institutions 
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participate in the New Start program as well (indicated by Private – NS and Private non-
NS). Ninety-six percent of this study’s participants were involved in the New Start 
program. Participant profiles are presented in greater detail in Chapter Four.  
 
 




The following section presents methods for data collection. For this study, the 
researcher utilized an electronic recruitment tool with critical incident questions sent via 
email to potential participants meeting inclusion criteria. The recruitment tool was used 
to identify and schedule one-on-one interviews, which acted as the heart of this study’s 
data sources. Table 4 displays the data collection sequence.   
Table 4 
Data collection sequence  
Step 1 select site 
Step 2 identify potential participants 
Step 3 recruitment email with link to recruitment tool/critical incident 
questions sent to potential participants 
Step 4 identify respondents interested in participating in an interview 
Step 5 confirm date, time, and location of interview 
Step 6 1-on-1 interview  
 
 
Recruitment Tool/Critical Incident Questions 
The recruitment tool (Appendix C) was designed to capture demographic 
information from participants. In addition, critical incident questions were included to 
ascertain emotions of participants at critical points in the reverse transfer experience. The 
recruitment tool began with an informed consent statement, then proceeded into areas of 
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educational history, employment history, and familial commitments. The recruitment tool 
noted the participants’ current status with respect to three subgroups: those enrolled in a 
community college with 45 credits or more towards completion of the associate degrees, 
those who had graduated from a community college and transferred to a four-year 
institution, or those who had graduated and entered full-time employment.  
The recruitment tool presented two critical incident questions. These CIs involved 
emotions of the moment the participant first learned they were dismissed from the four-
year institution and the moment they realized they would be successful at the community 
college. The critical incident questions were the following: 
Think back to when you first learned you were dismissed from the four-year 
institution. Please share that experience in as much detail as possible, describe the 
moment you learned of your dismissal, the feelings that you had and what you made of it, 
the people involved, the feelings you experienced, and your and other people’s reaction 
to your dismissal. 
Please share an experience at the community college when you realized that you 
could be successful. What did you learn that allowed you to be successful at the 
community college? In as much detail as possible, describe the exact event, the people 
involved, the feelings you experienced, and your and other people’s reaction to the 
moment. 
The recruitment tool also collected participants’ demographic information 
including: contact information, age, gender, race, educational history (including all 
previous institutions attended), GPA at senior college, and GPA at community college. 
This data allowed for analysis of trends or patterns in the data. Finally, the tool concluded 
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by asking the participant if they would be interested in further discussing their reverse 
transfer experience through a one-on-one interview. For those wishing to participate, 
contact information was requested. The tool was formatted as a Google form and 
responses were stored on a password-protected Google Drive.  
The recruitment tool and CIs provided information that was crucial to the study. 
The information gathered allowed the researcher to arrange participants into categories 
and discover emerging themes or patterns among participants’ characteristics. Moreover, 
these brief descriptions of critical incidents were taken as “vivid happenings that for 
some reason people remember as being significant” (Brookfield, 1995, p. 375). 
 
Interviews 
This case study utilized a semi-structured interview protocol (Appendix D) to 
arrive at a rich understanding of participants’ reverse transfer experience. In semi-
structured interviews: 
Questions are more flexibly worded, or the interview is a mix of more and less 
structured questions. Usually, specific information is desired from all the 
respondents, in which case there is a highly-structured section to the interview. 
But the largest part of the interview is guided by the list of questions or issues to 
be explored, and neither the exact wording nor the order of the questions is 
determined ahead of time. This format allows the researcher to respond to the 
situation at hand, to the emerging worldview of the respondent, and to the new 
ideas on the topic. (Merriam, 1998, p. 35)  
 
This study’s interview protocol allowed the “individual respondents [to] define the world 
in unique ways.” (Merriam, 1998, p. 98) The researcher selected participants from the 
responses for maximum variation, which resulted in extensive diversity and 
representation of students from multiple backgrounds and demographics. The semi-
structured interviews provided detailed narratives on how these learners overcame 
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failure, navigated opportunities, and succeeded at the community college.  Specifically, 
the interview offered perspective on emotions in response to failure, what was learned 
from failure and the meaning made of it, what strategies were used to be successful 
following failure, and how participants learned these strategies at the community college. 
The interviews ranged from 45 to 90 minutes and were audio-recorded and subsequently 
transcribed for data analysis. 
Prior to the interview, an email confirmation was sent to each participant. The 
following was included in the confirmation email:  
 IRB protocol number (from Teachers College and Kingsborough Community 
College) 
 PDF copy of the participant’s rights (Appendix E), documenting and outlining the 
description of the research, risks and benefits, payment (none), data storage and 
confidentiality, time involvement, and intended use of data  
 PDF copies of the interview consent form  
 Acknowledgement that the participant is aware of an opportunity to ask questions 
before signing the consent form  
At the commencement of the interview, the consent procedures were reviewed and 
participants were afforded another opportunity to ask questions. Participants were 
reminded that they could end the interview at any time. Each interview was audio-
recorded via two digital recorders and then transcribed.  Two recorders ensured that 
technical difficulties would not interfere with study processes. Files were stored on a 
secure password-protected laptop and server until the completion of the study, at which 
point the audio files were deleted. 
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At the conclusion of the interview, the researcher completed an interview 
summary sheet (Appendix F). Pseudonyms were attached to transcripts to conceal 
participants’ identities and ensure confidentiality. In addition, each participant received a 
copy of their interview transcription. This member check-in allowed participants to 
review the transcripts, provide additional information, expand upon answers, or clarify 
any vague responses.  
 
Document Review 
Kingsborough Community College academic transcripts were reviewed for each 
participant. The review of the college transcript provided an opportunity to verify 
information that was ascertained through the recruitment tool, particularly GPA and 
academic progress.  
 
Member Check-In 
 Finally, a member check-in was conducted. After transcription of the interview, a 
copy of the interview Word document was sent to each participant for review. 
Participants were asked to review for accuracy and clarify any ambiguous answers. Only 
one participant added clarifying comments to the interview transcription.   
 
 




 Preparation of the data was key in beginning the process of data analysis. 
Interview transcriptions, college transcripts, interview summary notes, and interview 
observation notes were saved to a password-protected computer. CIs and interview 
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transcripts were also uploaded to NVivo to streamline access to these documents. Finally, 
paper files were created for each participant, mirroring the computer file, and stored in 
the researcher’s locked desk. 
  
Coding 
As Creswell (2013) noted, “the process of coding involves aggregating the text or 
visual data into small categories of information, seeking evidence for the code from 
different databases being used in a study, and then assigning a label to the code” (p. 184). 
For this study, coding was an iterative process, requiring constant review of the 
transcriptions coupled with returning to the literature and critical incidents. An initial 
coding scheme was presented in the study proposal, and a final coding scheme was 
developed at the conclusion of the interviews and analysis of transcripts.  
Preliminary coding scheme. A preliminary coding scheme was developed from 
review of the literature and pilot interviews. This makeshift “start list” was also informed 
by “key variables that the researcher [brought] to the study” (Miles & Huberman, 1994, 
p. 58). Key concepts emerged and resulted in general themes. Topics such as “reverse 
transfer students,” “learning from experiences,” “reflective practice,” and “adult learning 
in community college,” and concepts of perception, reflection, abilities, identity, meaning 
making, relationships, persistence, previous engagement, support, and goals were 
identified and included in the scheme.  
Utilizing Boud, Cohen, and Walker’s (1993) experience-based learning model 
provided the theoretical footing from which to approach the preliminary coding scheme. 
Examining the participant’s experience, reflection, and future action enabled the 
researcher to incorporate the participants’ emotions (disappointment), holistic learning 
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process (personal growth), and active construction of experience (engagement). These 
identified concepts were further supported by two pilot interviews, then grouped into the 
following themes: disappointment, personal growth, and engagement. A table was 
developed to capture themes, key concepts, and their origins. This data display is featured 
as Appendix A. 
Coding process. The coding process was iterative and ongoing, beginning with 
coding the critical incidents utilizing the preliminary coding scheme. New codes were 
developed as indicated by the data and patterns emerged which informed the next 
iteration of the coding scheme. The updated coding scheme was then used to code the 
interview transcripts. The final coding scheme was then established following analysis of 
the interviews.  
Critical incident coding. Coding for the 108 critical incident questions used the 
preliminary coding scheme. Utilizing NVivo, a line-by-line review of each critical 
incident was conducted. After reviewing critical incidents three times for coding 
purposes, these emerged in response to the study’s research questions. Emergent codes 
were connected to gaps in the literature. Codes were also grouped into themes for further 
exploration in the one-on-one interviews. Tables were used to display emergent codes, 
associated themes and subthemes, and associated authors. These tables will be described 
in the following section. 
Through analysis of the critical incidents, concepts such as “failing others,” 
“regret,” others “feeling ashamed/ embarrassed,” others “feeling disappointed,” others 
“being supportive,” and “personal growth” emerged and eventually were categorized 
under the theme “reflective process.” Next, ideas such as “found a second chance 
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opportunity at higher education” and “demonstrating effort in getting back to higher 
education” were clustered into the final theme of resilience. Finally, concepts such as 
“researching further higher education opportunities,” “proving people wrong,” “failure 
will not define/stop me,” and “soul searching” arose and were grouped into the theme of 
“self-efficacy.” The above-mentioned concepts were associated with exploration of sub-
question one (Table 5).  
 The following emergent themes were found to apply to research sub-question two.  
“Ability to take advantage of things provided by faculty/staff and apply to their 
betterment,” “asking professors/staff for help,” “seeking opportunities to give back given 
this second chance” were categorized into the theme of “active participation.” After, 
concepts of such as “ability to prioritize” and “put in the work to get good grades” were 
grouped into the theme “buy-in.” Finally, thoughts of “welcoming space,” “institution 
commitment to its’ students,” and “taking honors courses” were coupled into the final 
“social/cultural experiences” theme (Table 6).  
 The next set of identified factors were clustered under sub-question three. Ideas of 
“knowing the importance of asking for help” and “failing is OK” were categorized into 
the theme of “knowledge” applied to this sub-question as did concepts of “getting to 
know faculty & staff” and “participating in activities, projects, events, research, etc.” as 
grouped into the “skill development” theme (Table 7). 
 To address the final sub-question, themes were clustered into institutional and 
personal factors that were noted to hinder success at the community college. “Remedial 
courses,” “information wasn’t clear when I applied,” “travel time to campus,” “needing 
to take several trains and buses to get to campus,” and “thinking the community college 
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wasn’t a good school because it was community college” were grouped into the 
“institutional factors,” whereas concepts such as “fell into the same habits,” “failing their 
first test,” “worrying they couldn’t do the work,” and “thought I couldn’t succeed in 
college” were clustered into the theme of “personal barriers” that hindered success (Table 
8).  
Interview coding. Once interviews were transcribed, a line-by-line review was 
conducted for each interview transcript. The researcher used the initial coding scheme 
refined by analysis of critical incidents as a starting point and still further developed the 
coding scheme with new codes arising from interview analysis. Interview transcripts 
were uploaded to NVivo software through which each transcript was reviewed with 
annotations, memos, and quotation capture. The researcher reviewed each transcript three 
times, allowing for maximum immersion in this extensive dataset.  
All codes present in the critical incidents were also seen in the interview 
transcripts. However, several codes and themes were unique to the interviews. Table 5 
through Table 8 display comprehensive overviews of each research sub-question’s 
emergent codes and their respective sources (critical incident–CI, interview–I, literature 
review–LR), the associated theme and subtheme, and authors associated with the 
literature.  
Interview responses were similar to those that were identified from the critical 
incident responses. Responses like “failing others,” “regret,” others “feeling ashamed/ 
embarrassed,” others “feeling disappointed,” others “being supportive,” and “personal 
growth” developed and were catalogued under the theme “reflective process.” Next, 




Sub-Question One Emergent Codes, Associated Themes and Subthemes, Cited Source, 
Associated Authors    
THEMES SUBTHEMES CODE 
SOURCE 
AUTHORS 
CIQ I LR 
REFLECTIVE 
PROCESS  
Impact of Failure 
(Self) 
ashamed/embarrassed  X X X 
Boud et al. (1985, 1996); 
Jarvis (2001); York-Barr 
et al. (2001) 
afraid X X X 
depressed X X X 
disappointed X X X 
failed others X X   
felt like a failure X X X 
heartbroken/upset X X X 
loss of hope X X X 
lost opportunity  X X X 
regret  X X   
Perceived Impact 
of Failure on 
Others 
ashamed/embarrassed  X X   
Boud et al. (1985, 1996); 
Jarvis (2001); York-Barr 
et al. (2001) 
disappointed X X   
supportive X X   
Personal Growth 
honed skills X X X 
Weil and McGill (1989); 
Boud et al. (1985, 1996); 
Beard & Wilson (2002); 
York-Barr et al. (2001)   
received additional training outside of college 
(work, internship, etc.) 
X X X 





did not let previous failure stop them X X X Kolb (1984); Beard & 
Wilson (2002); York-Barr 
et al. (2001) 
found a second chance opportunity at higher 
education 
X X   
Hope/Grit 
demonstrated effort in getting back to higher 
education  
X X   
Snyder (1995), Grasgreen 
(2012), Snyder et al. 
(2002), Day et al. (2010), 
Rand et al. (2011), 
Ciarrochi et al. (2007), 
Duckworth et al. (2007)  
perseverance & passion for education 
attainment  
X X X 
focus on end goal X X X 
did whatever it took to get back in higher 
education 
  X   
optimism of what lies ahead X X   
Long-term Goals 
decided that education was needed/important    X X 
Bandura (1997), 
Duckworth et al. (2007) , 
Mangan (2012), Day et al. 
(2010), Sommers et al. 
(2001); York-Barr et al. 
(2001) 
took necessary time away from college to 
ensure they were ready for college  




finally took responsibility and wanted to do 
something about it 
  X X 
Bye et al. (2007); van Dinter 
et al. (2011); Bouffard-
Bouchard (1990); Lent, 
Brown, & Hackett (2002); 
Linnerbrink & Pintrich (2003); 
Pintrich & DeGroot (1990); 
Schunk (2003); Zimmerman, 
Bandura, & Martinez-Pons 
(1992) 
researched further higher education 
opportunities  
X X   
prove people wrong X X   
support & push from family/friends   X X X 
Persistence 
failure will not define/stop me X X   
van Dinther et al. (2011), 
Pajares (1996; 2006), 
Schunk (1995, 2003) 
this is not the end X X X 
work through this set back X X X 
Self-Assessment 
I need help/assistance  X X X 
Bandura (1997); van 
Dinther et al. (2011), 
Palmer (2006), Bong and 
Skaalvik (2003)  
soul searching/ what is my meaning  X X   
what are my goals  X X  X 




“demonstrating effort in getting back to higher education” were grouped into the final 
theme of “resilience.” Lastly, responses such as “researching further higher education 
opportunities,” “proving people wrong,” “failure will not define/stop me,” and “soul 
searching” materialized and were categorized under the theme of “self-efficacy.” These 
emergent responses were displayed in Table 5.  
The following responses were unique to the interview data and were indicated as 
so in Table 6. “Realizing when poor habits returned and stopped them” surfaced and was 
categorized under the theme of “active participation.” This response was grouped to help 
inform the second sub-question.  Additionally, responses including, “balancing personal 
life and school,” “being honest with yourself,” “taking care of things to finish college,” 
“taking college more seriously,” and “putting their mind into it” emerged under the theme 
of “buy-in.” Finally, responses such as “various views/definitions of success,” “flexibility 
of schedule/variety of classes,” “chances to lead group or other students in class, projects, 
etc.,” “institution commitment to students,” and “realizing the importance of the second 
chance at higher education” developed under the theme of “social/cultural experiences.” 
These codes, associated themes and subthemes, and sources are displayed in Table 6.  
Unique to the interview responses, the response “contributing to their education” 
emerged in the theme of “learning process” under the third sub-question. This unique 
response is highlighted as so in Table 7.  
Lastly, several ideas developed in response to the fourth sub-question. Interview 
responses including, “programs not suitable for evening students,” “taking courses I 
didn’t need,” “accessibility without car,” “given the wrong information,” “I was given the 




Sub-Question Two Emergent Codes, Associated Themes and Subthemes, Cited Source, 
Associated Authors    
THEMES SUBTHEMES CODE 
SOURCE 
AUTHORS 




participation in campus programs (New Start 
program, Honors, etc.) 
X X X 
Chaves (2006); Tinto 
(1993); Astin (1984); 
Kolb (1984) 
participation in class X X X 
networking with faculty, staff, etc. X X X 
Problem Solving 
ability to determine the right opportunities for 
myself 
X X X 
Kolb (1984); York-
Barr et al. (2001) 
realize when poor habits return and stop those 
habits 
  X   
recognition of events or activities that will 
benefit them 
  X X 
ability to take advantage of things provided by 
faculty/staff and apply to their betterment  
X X   
Vulnerability  
asking professors/staff for help X X   
Kolb (1984); York-
Barr et al. (2001) 
looking for resources  X X X 
seeking opportunities to give back given this 
second chance  
X X   
allowed myself to be immersed in the college 
experience  
X X X 
BUY-IN 
Decision Making 
balance personal life and school   X   
Boud and Walker 
(1991), Dirkx (2001); 
Kolb & Kolb (2005) 
ability to prioritize  X X   
not make the same mistakes X X X 
be honest with yourself    X   
Focus 
took care of things to finish college   X   
Duckworth et al. 
(2007), Boud and 
Walker (1991), Dirkx, 
2001 
put in the work to get good grades X X   
took college more seriously   X   
put my mind into it   X X 
be more disciplined  X X X 




supportive faculty & staff X X X 
Boud, Cohen, & 
Walker (1993); 
Fenwick (2003); 
Dewey (1938); Welton 
(1993) 
welcoming campus space X X   
various views of what success is   X X 
institution commitment to its students X X   
flexibility of schedule/variety of classes   X   
Opportunity 
took honor courses X X   
Fenwick (2003); 
Nicolaides & Yorks 
(2008); Beard & 
Wilson (2002) 
chance to lead group or other students in class, 
projects 
  X   
selected by faculty/staff for various internships, 
programs, etc. 
X X X 
realize the importance of the 2nd chance at 
higher education 
  X   







Sub-Question Three Emergent Codes, Associated Themes and Subthemes, Cited Source, 
Associated Authors    
THEMES SUBTHEMES CODE 
SOURCE 
AUTHORS 





think about my prior college 
experiences  
X X X Jarvis (2006), 
Boud et al. 
(1991), Boud 
(2005) 
know the importance of asking for 
help 
X X   
Contextual 
Knowledge 
my own limitations   X X 
Jarvis (2001) 





have the confidence in myself with 
education 




Kottkamp (2004)  
needed to participate more in my 
educational process 
  X X 
Sense of 
Belonging 
feeling connected to faculty, staff, 
and/or the college 
X X X 
Kolb (1984); 
Strayhorn (2012) felt like I mattered X X X 




presented opportunities where I 
can hone skills 
X X X 
Jarvis (2001; 
2006), Merriam 
et. al., 2007 participated in activities outside of 
my comfort zone 
  X X 
Interaction with 
Others 




getting to know faculty & staff X X   
participated in activities, projects, 
events, research 
X X   
 
who went to the community college” emerged and were clustered under the theme of 
“institutional factors that hindered success.” Finally, responses like, “anxiety of starting 
school” materialized under the theme of “personal barriers to success.” These responses 
are displayed in Table 8 The emergent codes from the interview transcripts were then 






Sub-Question Four Emergent Codes, Associated Themes and Subthemes, Cited Source, 
Associated Authors    
THEMES SUBTHEMES CODE 
SOURCE 
AUTHORS 




program not suitable for evening 
students 





semester set-up   X   
remedial courses X X   
took courses I didn't need   X   
information wasn't clear when I 
applied  
X X   
Location 





needed to take several trains & 
buses to get to campus 
X X   
accessibility without a car   X   
Poor 
Communications 











knew too many people who went 
there 
  X   
thought it wasn't a good school 
because it was a CC 
X X   
PERSONAL 
FACTORS 
Fear of Failure 
Again 
fell into same habits X X   
Beard & Wilson 
(2002) 
anxiety of starting school   X   
failed my first test X X   
Lack of 
Confidence 
worried I couldn't do the work X X   
Beard & Wilson 
(2002) thought I couldn't succeed in 
college 
X X   
 
Final coding scheme. The final coding scheme (Appendix G) was developed 
after an iterative process of codes emerging, changing, misaligning, or “decaying” (Miles 
& Huberman, 1994). The researcher added or “filled in” codes, created “extensions” of 
codes after returning to the data, “bridged” new or not understood relationships, and 
allowed new categories to “surface.” (Lincoln & Guba, 1985) Codes from the critical 
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incident questions and interview transcripts were then compared to the key concepts and 
themes originally identified from the literature review and pilot interviews. The 
researcher collated similar codes and used “pattern coding” to reduce large amounts of 
data to more usable units of analysis, began analysis during data collection, created a 
schema to understand incidents and interactions, and set a framework for cross-case 
analysis (Miles & Huberman, 1994). The final coding scheme was whittled down from 
more than 75 codes to more than 50 codes following transcript reviews. Analysis and 
development of the coding scheme concluded once a point of saturation was reached.  
The researcher then moved passed coding to group or classify the data, “taking 
the text or qualitative information apart, and looking categories, themes, or dimensions of 
information” (Creswell, 2013, p. 186). Themes were large enough to support sub-themes 
to be established in order to better work with the data set. Upon the development of 
themes and subthemes, the researcher engaged the data set again to analyze the themes 
“for each individual case and across different cases” (Creswell, 2009, p. 189). This 
process solidified the final coding scheme and allowed the researcher to interpret and 
make sense of the data. In order to provide a snapshot of the NVivo coding experience, 




Figure 2. Coded Transcription Excerpt. 
 
Cross-Subgroup Synthesis and Analysis  
In order to better understand the meaning of the data and answer the question, 
“What is going on here?” the researcher utilized data displays to see relationships 
between data and among subgroups of participants. Following Yin’s (2009) cross-case 
synthesis, word tables were created (Appendix H). Yin suggested, “that a word table can 
be created to display the data from individual cases according to some uniform 
framework. The implication of this is that the researcher can then look for similarities and 
differences among cases” (Creswell, 2009). 
Critical incident analysis. Analyses were conducted between genders, across age 
ranges, and among subgroup categories. Appendix J through Appendix JJ exhibit data 
displays demonstrating patterns and relationships among concepts from the literature 
review and emergent codes amongst respondents to the critical incident. The data 
displays also provide the number of total responses per respondent. Huberman and Miles 
(1994) suggested “investigators make preliminary counts of data codes and determine 
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how frequently codes appear in the database…it does provide an indicator of frequency 
of occurrence” (Creswell, 2013, p. 185). 
Interview analysis. Similarly, analyses were conducted between genders, across 
age ranges and timespans between dismissal or stop out from the four-year institution and 
enrollment at the community college, and among subgroup categories. Results from the 
interview subgroup analyses were then compared to subgroup analyses from the critical 
incidents. Occurrence tables were utilized to best illustrate patterns and relationships. 
These data displays are featured in Chapter V and Chapter VI. Additionally, data displays 
appear in Appendix LL through Appendix LLL exhibiting how participants identified 
with concepts established from the literature review, materialized from the critical 
incident responses, and additionally appearing in the transcripts. The displays are 
organized by subgroups and present the percentage of responses per subgroup and overall 
percentages for total responses per code. Finally, the sequence of analyses (Table 9) is 
presented to paint a holistic picture of all data analysis steps.  
Table 9 
Sequence of analysis  
Comparison Purpose Approach 
Within reverse transfer 
students 
Identify learning, 
experiences, and strategies 
for success 
Review of individual 
interview transcripts 
Across reverse transfer 
students & subgroups 
Compare patterns of learning, 
experiences, and strategies 
for success across 
participants by demographics 
Use of word tables and 
occurrence tables 
Across interview 
subgroups & CI 
subgroups 
Compare patterns of learning, 
experiences, and strategies 
for success across 
participants by demographics 





Interview responses vs. critical incident responses. Interview responses were 
then compared to critical incident responses. These responses were compared among 
subgroups and similarities and differences were noted. This analysis provided notable 
trends and patterns which were faithfully attended to and presented. In order to have a 
better understanding of the relationships, data displays were used and are found in 
Appendix MMM through Appendix PPP. 
 
 




To establish credibility for this qualitative case study, the researcher used 
Creswell and Miller’s (2000) validity procedures. In keeping with the constructivist 
paradigm of this study, the researcher established trustworthiness and authenticity 
through the lens of the researcher, the study participants, and those external to the study. 
The researcher utilized the following validity procedures: for the lens of the researcher–
disconfirming evidence; for the lens of the study participants–prolonged engagement in 
the field and review of data/transcripts; and for the lens of the people external to the study 
(reviewers or readers)–thick and rich descriptions based upon participant views as 
expressed through the interviews (Creswell & Miller, 2000). 
The researcher consistently revisited interview transcriptions and recordings. This 
iterative process allowed the researcher to reconsider the research question and sub-
questions, reexamine emerging themes, and fully assess outlying data that did not align 
with experiences described by other participants. The researcher took note of any 




In order to present the lens of the participant, the researcher interviewed 28 
participants and had them review transcripts of their own interview. Participants 
presented a variety of experiences and were a diverse group of age, gender, and 
backgrounds. Through their responses to the recruitment tool, critical incident questions, 
and interviews, participants presented a holistic and comprehensive perspective on their 
experiences. In addition, the researcher examined their community college transcripts, 
reviewed interview summary sheets, and studied interview transcripts, allowing the 
researcher prolonged engagement with the participants’ views.  
Finally, for people outside the study, findings were presented with rich quotations 
and descriptions. The vivid narratives of the participants brought the study’s findings to 
life, allowing readers to “make decisions about the applicability of the findings to other 
settings or similar contexts” (Creswell & Miller, 2000, p. 128). 
 
 




In order to ensure the reliability and validity of the study, the researcher 
acknowledged his own experience of reverse transfer and his direct work experience with 
this student population in his current role at a community college, which posed a 
challenge to impartiality and could introduce limitations to the study’s findings. The 
researcher acknowledged having the same experiences that were valuable in providing 
insights to the reverse transfer student experience could be a liability resulting in biased 
judgments during interpretation of data and findings. To limit this liability, the researcher 
continuously met with his dissertation advisor and professional colleagues in order to 
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bracket assumptions and triangulate data and, therefore, safeguard against bias. The 
researcher also was interviewed twice, once by a colleague who has experience with 
reverse transfer students and once by another doctoral candidate. Both colleague and 
doctoral candidate used this study’s interview protocol to interview the researcher. The 
colleague also used a sample of the interview protocol to interview a randomly selected 
reverse transfer student from Kingsborough Community College. In so doing, the 
researcher’s responses were compared against the randomly selected reverse transfer 
student and the experiences and knowledge of the colleague who works with reverse 
transfer students and understands their varying experiences. The interview conducted by 
the doctoral candidate refined the interview protocol to encourage objectivity. Finally, the 
researcher engaged with two doctoral candidates to code a sample of transcripts which 
provided inter-rater reliability. Each doctoral candidate was provided an iteration of the 
coding scheme as a reference point and open-coded three transcripts. Discrepant coding 







There were several limitations to this study. The very nature of qualitative 
research design constituted a limitation (Merriam, 1998) because the methods used were 
based upon perspectives and interpretations of the researcher while interpreting words of 
the study participants. It was imperative that the researcher ensured and maintained the 
integrity of the study’s questions, sub-questions, trustworthiness/authenticity procedures, 
and analysis and synthesis throughout the study. 
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First, the initial study design intended to include two community colleges, casting 
a broader net to capture and contrast the varying perspectives of reverse transfer students. 
However, after several attempts at gaining IRB approval and the lack of responses to 831 
emails sent to potential participants at another community college, the second site was 
removed. After discussion with the researcher’s advisor, moving forward with one 
community college was agreed as sufficient.  
Next, while 108 responses to critical incidents and 28 in-depth interviews 
provided a hearty data set, it painted only a partial perspective of the reverse transfer 
experience from a small sampling of thousands of experiences of reverse transfer 
worldwide. Additionally, the perspectives were from participants who enrolled in an 
urban community college, which may not be analogous to reverse transfer to community 
college in rural settings, technical institutions, or trade institutions in other regions and 
parts of the world. Thus, further research needs to be conducted to offer a comprehensive 
understanding. In addition, participants who agreed to be in the study likely skewed the 
data to views more positively frames as they self-selected to share their experiences. 
Therefore, it was difficult to know how this voluntary sample mirrors the larger reverse 
transfer population. 
Participants of this study were those who had successful reverse transfer 
experiences. The experiences of reverse transfer students who were not successful at the 
community college are absent. These “double failure” experiences were missing from this 
study. This perspective would only add to the understanding of the reverse transfer 




Similarly, a more robust understanding of the reverse transfer experience should 
include interviews of those who have interacted and observed this population during their 
experience. In particular, the perspective of parents, siblings, and significant others are 
absent in this study. Likewise, the observations and viewpoint of faculty and staff are not 








This chapter discussed the use of qualitative research as methodological research 
design, specifically case study. It identified areas of information needed, research 
question and sub-questions, the study sample, and data collection methods. These 
methods included the recruitment tool with critical incident questions, interviews, 
document review, and member check-in. The methods for data analysis were also 
presented, highlighting data organization, coding, and cross-subgroup synthesis and 
analysis. Finally, issues of trustworthiness, authenticity, reliability, validity, and 


















STUDY SITE, CRITICIAL INCIDENT ANALYSIS, AND 
 RESEARCH PARTICIPANTS 
 
 
The following chapter provides insight to the study site, from where participants 
were drawn, a profile of critical incident (CI) respondents, CI analysis and trends, and the 
profile of interview participants. The overview of Kingsborough Community College 
presents institutional information and data. Next, the chapter explores a summary of CI 
respondents and analysis and trends of the responses. The observed patterns contributed 
to the coding and analysis of the interview transcripts. Finally, the chapter concludes with 







Participants were identified from Kingsborough Community College (KCC) and 
possessed a wide range of experiences. KCC, part of the City University of New York 
(CUNY), enrolls a wide representation of traditional and adult learners from diverse 
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backgrounds and has an array of programs that prepare students for transfer to a four-year 
college and/or employment. According to the institution’s website:  
   Kingsborough serves a widely diverse population of approximately 14,000 
students and consistently ranks among the leading community colleges in the 
country in associate degrees awarded to minority students.  Approximately 70% 
of Kingsborough’s students are enrolled in a liberal arts or science degree 
program; the rest pursue degrees in more specialized, career-oriented programs 
such as business, communications, criminal justice, culinary arts, nursing and 
allied health careers, information technology, journalism, maritime technology, 
tourism and hospitality, and the visual arts.  It also maintains one of the most 
comprehensive adult and continuing education programs in New York City. 
(KCC: About Kingsborough Community College, n.d.a) 
 
KCC is a comprehensive community college, providing both liberal arts and career 
education. As its’ website indicates, KCC, “is dedicated to promoting student learning 
and development as well as strengthening and serving its diverse community” (KCC: 
About Kingsborough, n.d.). The mission statement lists the following goals: 
 To offer a superior general education to all degree students 
 To provide programs of study for those intending to transfer and those seeking 
immediate employment 
 To promote critical reading, writing, and thinking 
 To develop student competence in information literacy, oral communication, 
quantitative skills, and technological literacy 
 To promote civic engagement, global awareness, civility, and respect for diversity 
 To provide life-long learning opportunities in credit and non-credit programs for 
the non-traditional as well as the traditional student 
 To provide comprehensive services that address student needs in order to support 
academic success 
To respond to the educational, social, cultural, and economic needs of the 
communities we serve. (KCC: About Kingsborough, n.d.a) 
 
The student population is distinct and,   
is racially and ethnically diverse. More than half of Kingsborough’s students were 
born outside the U.S., representing 142 different countries and 73 different native 
languages.  Sixty percent are the first generation in their families to attend 
college. Fifty-eight percent are full time students, over one-fifth are 25 years old 
or older and more than 40% come from households with annual incomes of under  
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$20,000.  Half of the students work full-time or part-time while attending college, 
and one in five supports children. (KCC: About Kingsborough Community 
College, n.d.a) 
 
Students are enrolled in one of forty associate degree and three certificate programs 
(Appendix WWW). Entrants to the college appear as freshman (those who have earned a 
high school diploma or equivalent), transfer–non-New Start (those who have earned 
previous college credit at another institution and enter with advance standing), and New 
Start students (a cadre of transfer students who have may have earned college credits and 
advance standing at a partnering four-year institution, but have experienced academic 
difficulty or failure, and have entered the college in good standing).  
 
New Start Program 
 
The following section provides an overview of the New Start program at 
Kingsborough Community College. This program is distinct and intended to support a 
cadre of transfer students, those who had academic difficulty at a partnering four-year 
institution. The section provides an overview of the program and comparison data of the 
success of the New Start population versus regular transfer students (those who did not 
experience academic difficulty at a four-year institution and transfer to the community 
college for specific courses, programs, costs, or other reasons outside of academic 
failure).  
The New Start Program is unique to KCC and is the only such program in the 
CUNY system. Comparison of similar programs throughout the country are few and far 
between. As noted on its’ website:  
   The New Start Program, established in 1985, was developed to assist students 
who had experienced academic difficulty at the senior college level. Students in 
the program are offered specialized counseling and targeted academic advisement 
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designed to assist them in overcoming previous difficulties and working towards 
academic success at Kingsborough. New Start Counselors are available to give 
students individualized assistance during their time at KCC and provide transfer 
counseling after graduation. (KCC-New Start Program, n.d.c) 
 
Reverse transfer students are eligible for the New Start program if they were enrolled in 
one of the twenty-eight partnering four-year colleges. Through the New Start program,  
students eligible for New Start are admitted to Kingsborough as students in good 
academic standing. They may enroll in any of Kingsborough's degree programs 
and may register for day, evening, or weekend classes on a full-time or part-time 
basis. Up to 30 previous college credits can be applied toward an associate degree 
at Kingsborough, with no prior grades carried over. New Start students are offered 
specialized counseling. Graduates of the program are guaranteed admission to a 
CUNY senior college they have not attended previously. (KCC-Frequently Asked 
Questions, n.d.b)  
  
Additionally, New Start counselors are available to assist reverse transfer students with 
the transition to KCC and as they progress towards graduation. Counselors are equipped 
to help students with academic, career, personal, and transfer concerns and issues. A 
majority of CI respondents and interview participants were part of the New Start 
program. As previously discussed, participants were identified through targeted emailing 
and referrals. Ninety-eight percent of the critical incident respondents were part of the 
New Start program, while 96% of the study’s interview participants were part of the 
program.  
To provide background on New Start students, data on entrant type, fall-to-fall 
retention, fall-to-spring retention, four- and six-year graduation rates, and Kingsborough 
graduates by admission type are discussed. The data indicated the success of the New 
Start students and are compared against the more traditional transfer students to college, 
specifically those who did not face academic difficulty, were dismissed, or stopped out. 
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The comparison data provided a broader understanding of the enrollment, retention, and 
graduation trends from where participants were drawn.    
Since Spring 2014, New Start students are a significant entrant population at KCC 
accounting for 37%–45% of all incoming transfer students (Appendix QQQ). When the 
fall-to-fall retention for New Start students verse non-New Start students was examined, 
the data demonstrates retention rates are comparable. From fall 2013 to fall 2015, the 
average retention rate for New Start students was 53%, while the average non-New Start 
retention rate was 54.1% (Appendix RRR). Fall-to-spring retention for New Start vs. 
non-New Start was also similar. New Start students who enrolled in fall 2014, fall 2015, 
and fall 2016 have a slightly higher fall-to-spring retention rate as compared to non-New 
Start students (Appendix SSS).  
Graduation rates at the community college are important indicators of student 
success. Often four-year and six-year graduation rates are examined to determine the 
success of the institution. The four-year and six-year transfer graduation rates indicates 
New Start students graduate at comparable rates versus non-New Start transfers. The fall 
2011 and fall 2012 four-year graduation data showed non-New Start students graduated 
at 33.5% and 36.4%, respectively, while New Start students graduated at 32.3% and 
31.8% rates, respectively (Appendix TTT). Furthermore, fall 2009 and fall 2010 six-year 
graduation data showed non-New Start students graduated at 30.6% and 33.5%, 
respectively, while New Start students graduated at 30.1% and 31.9% rates, respectively 
(Appendix UUU). Finally, examining Kingsborough graduates by admission types for 
2013-2014, 2014-2015, and 2015-2016 showed New Start students represented 18% - 
20% of all graduates during those academic years (Appendix VVV).  
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The New Start program data demonstrated the significance and success of this 
population at Kingsborough Community College. Their success was comparable to other 
transfer populations who did not face similar academic difficulties at their prior 
institutions. The aforementioned statistical success demonstrated by this population will 
be discussed and seen in participants’ narratives and the study analysis in later chapters.  
 
Critical Incident Respondents 
 
The recruitment tool yielded 108 unique respondents to the CI questions. Ninety-
eight percent of the CI respondents were part of the New Start program. Table 10 
provides the CI demographic distribution including: subgroup, gender, age, race, and 
previous colleges attended. Because CI respondents were anonymous, a respondent 
profile could not be fully created. Instead an overview is presented given the 
demographic information gathered via the recruitment tool. Respondents were assigned a 
number in which the order of the response were received. The demographic data showed 
69 female respondents and 39 male respondents. The average age of respondents was 25 
years-old, the medium age was 23, mode was 22, and the range of age was 38 years. 
Respondents identified into the following races: Asian (n=2), Black or African American 
(n=42), Hispanic or Latino (n=26), White (n=6) White – not Hispanic or Latino (n=13), 
and Other (n=9). Finally, respondents listed attending the following college/universities 
prior to enrolling at KCC:  
 The City University of New York (CUNY) (n=93) 
 Private colleges/universities; New Start program (Private –NS) (n=6) 
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 The State University of New York (SUNY); New Start program (SUNY – NS) 
(n=5)  
 Private colleges/universities; non - New Start program (Private non-NS) (n=2)  
 SUNY; non - New Start program (n=1)  
 Community College (n=1) 
Twenty-four respondents listed the following additional college attended prior to 
enrolling at KCC: 
 CUNY (n=18) 
 Community College (n=3) 
 Private college/university; New Start program (n=2) 
 Private college/university; non-New Start program (n=1) 
Two respondents indicated a third college attended prior to attending the community  
Table 10 
Critical Incident Respondent Demographic Information 
 










Enrolled in CC - 45 credits + 6 Black or African American 57 Female CUNY     
Enrolled in CC - 45 credits + 12 Black or African American 27 Female CUNY CUNY   
Enrolled in CC - 45 credits + 13 Black or African American 23 Female CUNY     
Enrolled in CC - 45 credits + 14 White - Not Hispanic or Latino 29 Female CUNY     
Enrolled in CC - 45 credits + 15 White - Not Hispanic or Latino 20 Female CUNY     
Enrolled in CC - 45 credits + 16 Black or African American 22 Female CUNY     
Enrolled in CC - 45 credits + 17 Black or African American 21 Female CUNY     
Enrolled in CC - 45 credits + 19 Asian 27 Male CUNY     
Enrolled in CC - 45 credits + 21 Black or African American 23 Male CUNY     
Enrolled in CC - 45 credits + 22 White - Not Hispanic or Latino 26 Female CUNY     
Enrolled in CC - 45 credits + 23 Black or African American 23 Male CUNY     
Enrolled in CC - 45 credits + 24 White 21 Male CUNY     
Enrolled in CC - 45 credits + 26 Other 29 Male CUNY     
Enrolled in CC - 45 credits + 27 Black or African American 28 Female CUNY     
Enrolled in CC - 45 credits + 28 Black or African American 28 Female CUNY     
Enrolled in CC - 45 credits + 30 Hispanic or Latino 29 Female SUNY - NS     
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Enrolled in CC - 45 credits + 31 Black or African American 27 Female CUNY CUNY   
Enrolled in CC - 45 credits + 32 Hispanic or Latino 20 Female Private - NS     
Enrolled in CC - 45 credits + 33 Black or African American 27 Female CUNY     
Enrolled in CC - 45 credits + 34 Black or African American 34 Female CUNY CC   
Enrolled in CC - 45 credits + 35 Black or African American 23 Female CUNY Private - NS   
Enrolled in CC - 45 credits + 36 Other 28 Female CUNY     
Enrolled in CC - 45 credits + 37 Hispanic or Latino 19 Female CUNY     
Enrolled in CC - 45 credits + 38 Hispanic or Latino 19 Male CUNY     
Enrolled in CC - 45 credits + 39 White 19 Female CUNY     
Enrolled in CC - 45 credits + 40 Hispanic or Latino 19 Female CUNY     
Enrolled in CC - 45 credits + 41 White 22 Female 
Private - Non 
NS 
CUNY   
Enrolled in CC - 45 credits + 42 Hispanic or Latino 24 Female CUNY     
Enrolled in CC - 45 credits + 43 Asian 21 Female CUNY CUNY   
Enrolled in CC - 45 credits + 44 Asian 20 Female CUNY     
Enrolled in CC - 45 credits + 45 Hispanic or Latino 25 Female CUNY     
Enrolled in CC - 45 credits + 46 Black or African American 21 Female CUNY     
Enrolled in CC - 45 credits + 47 Asian 24 Male CUNY     
Enrolled in CC - 45 credits + 48 Asian 20 Male CUNY     
Enrolled in CC - 45 credits + 49 Black or African American 33 Female CUNY     
Enrolled in CC - 45 credits + 50 White - Not Hispanic or Latino 21 Female CUNY     
Enrolled in CC - 45 credits + 53 White, Hispanic or Latino 22 Male CUNY     
Enrolled in CC - 45 credits + 55 White 21 Male CUNY     
Enrolled in CC - 45 credits + 58 Hispanic or Latino 21 Female CUNY     
Enrolled in CC - 45 credits + 59 White - Not Hispanic or Latino 31 Male CUNY CC   
Enrolled in CC - 45 credits + 60 Black or African American 24 Female CUNY     
Enrolled in CC - 45 credits + 61 White 27 Female CUNY     
Enrolled in CC - 45 credits + 62 Asian 23 Female CUNY     
Enrolled in CC - 45 credits + 63 Hispanic or Latino 22 Female CUNY     
Enrolled in CC - 45 credits + 64 Other 20 Female CUNY     
Enrolled in CC - 45 credits + 67 White - Not Hispanic or Latino 21 Male CUNY     
Enrolled in CC - 45 credits + 68 Hispanic or Latino 21 Female CUNY     
Enrolled in CC - 45 credits + 72 Asian 24 Male CUNY     
Enrolled in CC - 45 credits + 73 Hispanic or Latino 41 Female 
Private - Non 
NS 
CUNY   
Enrolled in CC - 45 credits + 74 Other 22 Male CUNY     
Enrolled in CC - 45 credits + 75 Asian 20 Female Private - NS     
Enrolled in CC - 45 credits + 77 Black or African American 23 Male CUNY     
Enrolled in CC - 45 credits + 78 Hispanic or Latino 25 Female CUNY     
Enrolled in CC - 45 credits + 79 Asian 33 Female CUNY     
Enrolled in CC - 45 credits + 80 Black or African American 19 Male CUNY     
Enrolled in CC - 45 credits + 82 Black or African American 20 Female CUNY     
Enrolled in CC - 45 credits + 84 Black or African American 22 Female CUNY     
Enrolled in CC - 45 credits + 85 Other 22 Male CUNY     
Enrolled in CC - 45 credits + 88 Other 22 Male CUNY     
Enrolled in CC - 45 credits + 90 Black or African American 20 Female CUNY     
Enrolled in CC - 45 credits + 91 Black or African American 30 Female CUNY CC   
Enrolled in CC - 45 credits + 92 Other 20 Female CUNY     
Enrolled in CC - 45 credits + 93 Black or African American 21 Female CUNY     
Enrolled in CC - 45 credits + 94 Black or African American 36 Female CUNY CUNY   
Enrolled in CC - 45 credits + 97 Hispanic or Latino 21 Male CUNY     
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Enrolled in CC - 45 credits + 99 Black or African American 21 Female CUNY     
Enrolled in CC - 45 credits + 100 White - Not Hispanic or Latino 23 Female CUNY     
Enrolled in CC - 45 credits + 101 Hispanic or Latino 19 Female CUNY     
Enrolled in CC - 45 credits + 104 Hispanic or Latino 19 Female CUNY     
Enrolled in CC - 45 credits + 105 Black or African American 23 Female CUNY     
Enrolled in CC - 45 credits + 106 Hispanic or Latino 24 Female CUNY CUNY   
Graduated - Transfer 5 Hispanic or Latino 39 Male CUNY     
Graduated - Transfer 7 Black or African American 26 Male CUNY     
Graduated - Transfer 9 Black or African American 34 Female CUNY CUNY   
Graduated - Transfer 10 Other 45 Female 
SUNY - Non 
NS 
CUNY   
Graduated - Transfer 11 Black or African American 31 Female CUNY     
Graduated - Transfer 18 Asian 22 Male CUNY     
Graduated - Transfer 25 Hispanic or Latino 24 Female CUNY     
Graduated - Transfer 29 Black or African American 23 Male CUNY     
Graduated - Transfer 52 Black or African American 24 Female CUNY     
Graduated - Transfer 54 Black or African American 31 Male CUNY 
Private - Non 
NS   
Graduated - Transfer 56 White - Not Hispanic or Latino 21 Male SUNY - NS CUNY   
Graduated - Transfer 57 Hispanic or Latino 23 Male Private - NS     
Graduated - Transfer 65 Asian 26 Male CUNY     
Graduated - Transfer 69 Other 29 Female CUNY     
Graduated - Transfer 70 Hispanic or Latino 24 Male CUNY CUNY   
Graduated - Transfer 76 Black or African American 24 Female CUNY     
Graduated - Transfer 81 Black or African American 23 Female CUNY     
Graduated - Transfer 83 Black or African American 37 Female Private - NS CUNY   
Graduated - Transfer 86 Hispanic or Latino 25 Female CUNY     
Graduated - Transfer 87 Black or African American 24 Female Private - NS     
Graduated - Transfer 89 Black or African American 23 Male SUNY - NS     
Graduated - Transfer 95 Hispanic or Latino 25 Male CUNY     
Graduated - Transfer 96 Black or African American 27 Male CUNY CUNY   
Graduated - Transfer 98 Hispanic or Latino 24 Female CUNY CUNY   
Graduated - Transfer 103 Asian 23 Male SUNY - NS CUNY   
Graduated - Transfer 107 Black or African American 23 Male CUNY     
Graduated - Transfer 108 White - Not Hispanic or Latino 22 Male SUNY - NS     
Graduated - Work 1 Hispanic or Latino 30 Male CUNY Private - NS CUNY 
Graduated - Work 2 Hispanic or Latino 38 Male CUNY     
Graduated - Work 3 Black or African American 26 Female CUNY CUNY SUNY - NS 
Graduated - Work 4 Black or African American 30 Female CUNY CUNY   
Graduated - Work 8 White - Not Hispanic or Latino 27 Female CC CUNY Other - Non NS 
Graduated - Work 20 White - Not Hispanic or Latino 25 Female CUNY     
Graduated - Work 51 White 22 Male Private - NS     
Graduated - Work 66 Hispanic or Latino 24 Female CUNY     
Graduated - Work 71 White 26 Male CUNY     
Graduated - Work 102 Black or African American 22 Male CUNY     
 
college, one from a CUNY and one from a private non-NS institution. Finally, CI 
respondents were distributed across the following subgroups: enrolled at the community 
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college with 45 credits or more (n=71), graduated and transferred to a four-year 
institution (n=27), and graduated and working (n=10). 
Critical Incident Trends and Analysis  
The CI responses were grouped and presented with the associated research sub-
question. Table 11 through Table 14 show the CI codes and linked themes and sub-
themes. These codes, themes, and sub-themes built upon the preliminary coding scheme 
(Appendix A) and contributed to the final coding scheme (Appendix G). Data displays 
are referenced to illustrate patterns and relationships amongst the data and respondents 
(Appendix J through Appendix JJ). Lastly, identified patterns are discussed across 
respondents and sub-groups.  
How do reverse transfer students describe the impact of their reverse 
transfer experiences in succeeding at the community college?. Through analysis, 
responses were grouped and formed themes of “reflective process,” “resilience,” and 
“self-efficacy.” To respond to this sub-question, the grouped responses were organized 
into the following sub-themes: impact of failure (self), impact of failure (others), and 
personal growth; ability to bounce back from failure and hope/grit; and motivation, 
persistence, and self-assessment.  Table 11 displays the emergent codes, theme and sub-
theme associated with the exploration of sub-question one.  
Impact of failure (self), perceived impact of failure on others, and personal 
growth. Within the theme “reflective process,” emerged three sub-themes: “impact of 
failure (self),” “perceived impact of failure on others,” and “personal growth.” The 
emergent responses associated with these sub-themes are discussed below. Data is 





Sub-Question One Critical Incident Emergent Codes  
Code Sub-Theme Theme 
failed others 








took time away from college Personal Growth 
found a second chance opportunity 
at higher education 
Ability to Bounce Back from 
Failure 
Resilience demonstrated effort in getting back 
to higher education Hope/Grit 
optimism of what lies ahead 
researched further higher education 
opportunities  Motivation 
Self-Efficacy prove people wrong 
failure will not define me/stop me Persistence  
soul searching/what is my meaning Self-Assessment 
 
The “impact of failure (self)” sub-theme emerged while coding responses to the 
CIs. This was supported by concepts found in the literature and further explored during 
the interview phase to develop the final coding scheme (Appendix G). Examining how 
respondents reacted upon learning of their dismissal or stopping out from the four-year, 
showed the following emotional responses: afraid – 22% (24 of 107); 
ashamed/embarrassed – 34% (36 of 107); depressed – 21% (23 of 107); disappointed – 
26% (28 of 107); felt like a failure – 43% (43 of 107); heartbroken/upset – 43% (43 of 
107); loss of hope – 36% (26 of 107); and loss of opportunity – 24% (26 of 107). While 
emotions are discussed in the literature surrounding reflective practices (Boud et al.,1985, 
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1996; Jarvis, 2001; York-Barr et al., 2001), new and emergent to the reverse transfer 
experience were the responses: failed others – 11% (14 of 107) and regret – 19% (21 of 
107). Notable was the higher percentage of nontraditional aged (25 years-old or older) 
respondents who indicated a variety of emotions they felt from being dismissed or 
stopping out from the four-year institution. Specifically, nontraditional aged participants 
felt ashamed/embarrassed (67%), afraid (67%), depressed (74%), and like a loss of 
opportunity (62%) at the highest rates. Males felt like they failed others (72%) at the 
highest rates. When the data is disaggregated by subgroup, those who identified as 
graduated and working showed higher response rates associated with the theme “impact 
of failure (self)” compared to the two other subgroups (currently enrolled at the 
community college and graduated and transferred). Specifically, this subgroup responded 
at higher rates in feeling depressed (40%), being heartbroken (60%), loss of hope (40%), 
regret (30%), and loss of opportunity (60%). This data set is found in Appendix K. 
New to the literature on the reverse transfer experience and discovered through 
the critical incident responses, were responses associated with perceptions of how failure 
impacted others. Others included parents, siblings, and significant others. These 
responses were grouped to create the sub-theme “perceived impact of failure on others.” 
These critical incident responses are displayed in Appendix L. The data showed: 39% (20 
of 107) of respondents indicated that they perceived others to be ashamed/embarrassed; 
29% (31 of 107) of respondents indicated that they observed others to be disappointed; 
and 19% (20 of 107) replied that others were supportive during the time they learned of 
their dismissal form the four-year institution. Of note, 39% of those who indicated that 
others were disappointed identified as White – not Hispanic or Latino. Once the data was 
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disaggregated by subgroup, those who graduated and were working responded most 
frequently with the sub-theme “impact of failure (others)” (50%).   
Lastly, responses supported by reflective practice literature (Beard & Wilson, 
2002; Boud et al., 1985, 1996; Weil and McGill, 1989; York-Barr et al., 2001) and new 
from the CI responses were grouped to form the sub-theme “personal growth.” The 
following responses were seen and displayed in Appendix M: 39% (42 of 107) of 
respondents replied that they honed skills, while 40% (43 of 107) of respondents 
indicated they received additional training outside of college. New and emergent from the 
CI responses was 35% (38 of 107) of respondents noted they took time away from 
college. In examining subgroups, those who are currently enrolled at the community 
college identified at a slightly higher rate (41%) at receiving additional training outside of 
college (work, internships, etc.).  
Ability to bounce back from failure and hope/grit. In an effort to further explore 
sub-question one, responses and sub-themes were clustered around the theme of 
“resilience.” These responses included the “ability to bounce back from failure” and 
“hope and grit.” While literature supported these themes, there were several emergent 
responses that are discussed below.  
Responses around the sub-theme “ability to bounce back from failure” were 
reinforced by the learning from experience literature (Beard & Wilson, 2002; Boud et al., 
1985, 1996; Weil and McGill, 1989; York-Barr et al., 2001), but also emergent through 
the CI responses. Examining the data showed that 39% (42 of 107) of respondents said 
that “previous failure will not stop them.” Emergent from the CI was 23% (25 of 107) 
indicated they “found a second chance opportunity at higher education.” In exploring the 
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subgroups, those who graduated and transferred described that “previous failure would 
not define/stop them” responded at the highest frequency (41%). The respondents’ 
responses are displayed in Appendix N.  
Aligned with the previous sub-theme, responses were clustered to form the sub-
theme “hope and grit.” These concepts were identified by four responses that was 
supported by hope and grit literature reviewed (Ciarrochi et al., 2007; Day et al., 2010; 
Rand et al., 2011; Duckworth et al., 2007; Grasgreen, 2012; Snyder, 1995; Snyder et al., 
2002), as well as, developing from the CI responses. “Perseverance and passion for 
education attainment” was a response that 36% (38 of 107) of respondents identified. 
Twenty-six percent (28 of 107) indicated that there was a “focus on the end goal.” 
Emergent from the CI was 31% (33 of 107) “demonstrated effort in getting back into 
higher education,” while 27% (29 of 107) responded with “optimism of what lies ahead.” 
When disaggregated by subgroups, those who graduated and transferred responded with 
“perseverance and passion for education attainment” at the highest rate (44%). These are 
illustrated in Appendix O. 
Motivation, persistence, and self-assessment. In examining the theme “self-
efficacy,” three sub-themes emerged: “motivation,” “persistence,” and “self-assessment.” 
These concepts were supported by the literature. However, in several instances, emergent 
responses from the critical incidents provided additional context to these sub-themes.  
“Motivation” was associated with three responses and are displayed in Appendix 
P. Thirty percent (32 of 107) indicated that motivation was provided because of “support 
and push from family and/or friends.” This was supported by literature surrounding self-
efficacy (Bouffard-Bouchard, 1990; Bye et al., 2007; Lent et al., 2002; Linnerbrink & 
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Pintrich, 2003; Pintrich & DeGroot, 1990; Schunk, 2003; van Dinter et al., 2011; 
Zimmerman et al., 1992). Novel to the reverse transfer experience literature and emergent 
from the CI were the following: 36% (39 0f 107) of respondents noted they “researched 
higher education opportunities upon being dismissed” and 34% (36 of 107) replied that 
they wanted to “prove people wrong” about their failures. Of note from this data set, 58% 
of those who indicated they wanted to “prove people wrong” were of nontraditional age 
(25 years-old or older). Moreover, those who were in the subgroup˗graduated and 
transferred–responded at the highest frequency (44%).  
“Persistence” followed “motivation” as another emerging sub-theme. The 
responses associated with “persistence” are displayed in Appendix Q. In examining the 
data, 20% (21 of 107) said that failing at the four-year “was not the end” of their 
academic career. Twenty-four percent (26 of 107) of the respondents said they “would 
work through this set back.” These responses were supported by self-efficacy literature 
(Pajares, 1996, 2006; Schunk, 1995, 2003; van Dinther et al., 2011). New to the reverse 
transfer literature and developed from the CI was 25% (27 of 107) of the respondents 
noted that “failure would not define them or stop them” from progressing in life. Of the 
respondents that said “failure would not define them,” 63% were male. In digging deeper, 
those within the subgroup - graduated and transferred - had the highest rate of responses 
(44%). 
Finally, many indicated a form of “self-assessment” through three responses. 
These are displayed in Appendix R. Twenty-two percent of respondents indicated that 
they “needed help and/or assistance” during this difficult time. Twenty-one percent of 
respondents indicated “assessing what were their strengths and weaknesses.” Both 
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responses were reinforced by self-efficacy literature (Bandura, 1997; Bong and Skaalvik, 
2003; Palmer, 2006; van Dinther et al., 2011). However, emergent from the CI and new 
to the reverse transfer literature was 32% (34 of 107) indicated that they did some “soul 
searching” to understand what was their meaning. A majority of the respondents who 
responded under “soul searching” and assessing their “strengths and weakness” were 
nontraditional students (25 years-old or older).  
What do reverse transfer students report as the experiences and learning 
they needed that enabled them to succeed at the community college?. In order to 
respond to this sub-question, critical incident responses were clustered and sub-themes 
developed. The responses and sub-themes provided exploration into the themes “active 
participation,” “buy-in,” and “social/cultural experiences.” Table 12 identifies emergent 
codes from the CIs and are categorized with the linked theme and sub-theme. These 
responses are further examined through their associated sub-themes in the following 
sections.   
Table 12 
Sub-Question Two Critical Incident Emergent Codes  
Code Sub-Theme Theme 
ability to take advantage of things 
provided by faculty/staff and apply to 
their betterment 
Problem Solving 
Active Participation  
asking professors/staff for help 
Vulnerability seeking opportunities to give back 
given this second chance 
ability to prioritize Decision Making 
Buy-In 
put in the work to get good grades Focus 
welcoming campus space 
Environment 
Social/Cultural Experiences institution commitment to students 




Involvement, problem solving, and vulnerability. The first grouping of sub-
themes centered around the theme of “active participation.” These sub-themes included 
“involvement,” “problem solving,” and “vulnerability.” Sub-themes were guided by the 
literature and also by emergent responses from the critical incidents.  
The first group of responses revolved around the sub-theme “involvement” and 
are displayed in Appendix S. The critical incidents showed that 60% (64 of 107) of 
respondents replied that they “participated in campus programs and/or activities.” Thirty-
five percent (37 of 107) responded as “participating in class, class projects, and 
assignments.” Lastly, 31% (33 of 107) of the respondents indicated that they “networked 
with faculty and/or staff.” As “networking” is further explored, 48% of those that 
responded were nontraditional students (25 years-old or older). All three subgroups 
identified with participating in campus programs at similarly high frequencies: enrolled 
in community college - 59%, graduated and transferred - 59%, and graduated and 
working - 60%. However, the subgroup–graduated and working–responded with highest 
response rates for “participation in class” (60%) and “networking with faculty, staff, etc.” 
(50%). These responses were supported by literature surrounding student development 
and higher education (Astin, 1984; Chaves, 2006; Tinto, 1993).  
Next, responses surrounding the sub-theme “problem solving” were grouped and 
are displayed in Appendix T. Thirty-six percent of respondents (39 of 107) indicated the 
“ability to determine the right opportunities for themselves in order to succeed or be 
successful.” Emergent from the CI responses and novel to the reverse transfer literature 
was 42% of the respondents (45 of 107) described having the “ability to take advantage 
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of opportunities provided by faculty and/or staff.” When disaggregated by subgroup, 
those who graduated and were working identified with the “ability to determine the right 
opportunities for themselves” (70%) and the “ability to take advantage of opportunities 
provided by faculty/staff for their own betterment” (50%) at the highest frequencies.  
Then, responses clustered around the sub-theme of “vulnerability” were examined 
and displayed in Appendix U. Forty-two percent (45 of 107) of respondents noted that 
they “looked for and received college resources.” Thirty-six percent of respondents (39 of 
107) indicated that they “allowed themselves to be immersed in college experiences.” 
Adding to the literature on reverse transfer and developed from these CI responses were 
47% of respondents (51 of 107) indicated that they “asked professors or staff for help,” 
while 41% (44 of 107) indicated that they sought “opportunities to give back to their 
communities and/or college.” Those who were part of the subgroup–graduated and 
working– “asked professors/staff for help” (60%) most often. While, those within the 
subgroup–graduated and transferred– “looked for resources” (56%) at higher frequencies.  
Decision making and focus. The next cluster of sub-themes, “decision making” 
and “focus,” revolved around the theme of “buy-in” at the community college. While 
literature provided a foundation for these sub-themes to develop, CI responses evolved to 
provide areas to further explore during the interview phase.  
 “Decision making” responses were identified and displayed in Appendix V. 
Twenty-eight percent of respondents (30 of 107) replied that they “would not make the 
same mistakes” that had in pervious college experiences. Adding to the literature on 
reverse transfer and developing from the critical incidents was 19% of respondents (21 of 
107) indicated they had “the ability to prioritize”, specifically positioning school and 
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assignments at the top of their lists. Those in the subgroup–graduated and working–
indicated “the ability to prioritize” (40%) and “not making the same mistakes” (40%) at 
the highest rates. 
“Focus” was the next sub-theme recognized its associated responses are displayed 
in Appendix W. Twenty-four percent (26 of 108) of respondents said they were “more 
disciplined.” While, fourteen percent (15 of 108) were coded as “accomplishing a goal I 
set out for.” Both of these responses align with the literature on grit (Duckworth et al., 
2007). Emergent from the CI and new to the literature on reverse transfer was 27% (29 of 
107) of the respondents indicated that they “put in the work to get good grades.” 
Environment and opportunity. The last set of sub-themes associated with sub-
question two were “environment” and “opportunity.” These sub-themes later developed 
into the larger “social/cultural experience” theme. Responses are discussed below, 
highlighting trends associated with each sub-theme.  
In exploring the responses associated with the “environment” sub-theme, thirty-
seven percent (40 of 108) indicated the “supportive faculty and staff” at the community 
college was important. Surfacing from the critical incidents and new was 27% of the 
respondents noted the “welcoming campus space” at the community college and 21% (23 
of 108) of respondents noticed the “institutions commitment to students.” Of note, 72% 
of those who indicated the “welcoming campus” space was nontraditional aged (25 years-
old or older). When disaggregated into subgroups, those who identified with the subgroup 
– graduated and working – noted the “supportive faculty” (60%) and the “welcoming 
campus” (40%) at the most often. Those within the subgroup – graduated and transferred 
– noted the “commitment of institution to students” (41%) at the highest rates.  
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Lastly, “opportunity” emerged as sub-theme and responses were grouped and 
displayed in Appendix Y. Twenty-three percent of respondents were “selected by faculty 
and/or staff for various internships, programs, etc.,” while 25% saw the community 
college as a “chance for a new beginning at higher education.” Surfacing from the CI 
response and new to the literature on reverse transfer was that 17% of the respondents (18 
of 107) “took honors courses.” A majority of the respondents to these codes were 
nontraditional aged (25 years-old or older). Those within the subgroup–graduated and 
transferred–noted being “selected by faculty/staff for various internships, program 
participation, etc.” (41%) at the highest rate. 
What and how do reverse transfer students learn to navigate opportunities at 
a community college?. In an effort to answer this sub-question, responses developed 
around the following themes: “knowledge”, the “learning process”, and “skill 
development.” Aligned with these themes, were sub-themes and codes which were both 
supported by both existing literature and emergent from CI responses. Table 13 displays 
the emergent codes identified from the CI responses. Data from the CI are clustered with 
the particular theme and sub-themes.  
Table 13  
Sub-Question Three Critical Incident Emergent Codes  
Code Sub-Theme Theme 
know importance of asking for 
help 
Previous Knowledge of College 
Knowledge 
failing is OK Contextual Knowledge 
getting to know faculty & staff 
Interaction with Others Skill Development participated in activities, projects, 




College knowledge and contextual knowledge. Responses were categorized 
around the theme “knowledge.” In particular, “previous college knowledge” and 
“contextual knowledge” were sub-themes created because of the responses. The literature 
provided concepts to further explore, however, new responses also emerged to support 
these sub-themes.  
The first set of responses developed around “previous college knowledge” 
(Appendix Z). Learning from experience literature (Boud, 2005; Boud et al., 1991; Jarvis, 
2006) provided context for some of the critical incident responses. Twenty-eight percent 
of the respondents (30 of 107) indicated they “thought about their prior college 
experiences.” Of these respondents, 57% were nontraditional aged (25 years-old or 
older). However, new and emergent from the critical incident was that 15% (16 of 107) 
noted “knowing the importance of asking for help.”  
 “Contextual knowledge” responses also emerged through these responses 
(Appendix AA). Most importantly, new and developing from the critical incident was 
that 54% of the respondents said “failing is okay.” Of note, all three subgroups identified 
high response rates: enrolled at the community college (56%), graduated and transferred 
(52%), and graduated and working (50%).  
 Reflection-on-action and sense of belonging. The next set of sub-themes 
developed around the theme the “learning process.” Specific to this theme were responses 
that revolved around the sub-themes of “reflection-on-action” and “sense of belonging.” 
These responses and data are discussed presented below.  
Exploring the data set showed 40% (43 of 107) replied that “they had confidence 
in themselves with education” as they reflected-on-actions (Appendix BB). Also, those 
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within the subgroup–graduated and working–identified at the highest rate (50%) for 
having “confidence in themselves with education.” Next, 34% of the respondents noted 
they “felt connected to faculty, staff, and/or the college” and 22% (24 of 107) indicated 
they “felt like they mattered.” Both of these responses provided context to the sub-theme 
of “sense of belonging” (Appendix CC) and was supported by the literature (Strayhorn, 
2012).  
 Community college experience and interaction with others. Finally, the last 
group of sub-themes surfaced around “skill development.” The “community college 
experience” (Appendix DD) and “interaction with others” (Appendix EE) were two areas 
that developed from responses to the critical indecent questions and supported by the 
literature reviewed (Jarvis, 2001, 2006; Merriam et. al., 2007; Roberts, 2006). Responses 
and patterns are discussed below.   
Forty percent of the respondents (43 of 107) indicated that the “community 
college experience” presented “opportunities where they could hone their skills”. Sixty 
percent of those respondents were 25 years-old or older. Likewise, those in the subgroup–
graduated and transferred–responded at the highest rate (48%). Next, 31% of the 
respondents (33 of 107) noted “guidance from faculty and staff” as important interactions 
with others. New and emergent from the responses was that 36% (38 of 107) identified 
“getting to know faculty and staff” and 34% (36 of 107) participated in “activates, class 
project, events, and/or research in groups.” Notable was that 58% of those who responded 
with “interaction with others” were 25 years-old or older.  
What hinders the academic progress of reverse transfer students during their 
time at a community college?. In order to address this research sub-question, two 
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distinct themes emerged: “institutional barriers” and “personal hindrances.” The 
responses and sub-themes associated with “institutional barriers” included 
“courses/schedules,” “location,” and the “community college reputation.” While sub-
themes associated with “personal hindrances” included “fear of failure again” and “lack 
of confidence.” Table 14 illustrates the emergent codes and themes and sub-themes 
associated with this sub-question.  
Table 14 
Sub-Question Four Critical Incident Emergent Codes  




information wasn't clear when I 
applied  
travel time to campus 
Location needed to take several trains & 
buses to get to campus 
thought it wasn't a good school 
cause it was a CC 
CC Reputation 
fell into the same habits 
Fear of Failure Again 
Personal Factors 
failed my first test 
worried I couldn't do the work 
Lack of Confidence thought I couldn't succeed in 
college 
   
 
Courses/schedules, locations, and community college reputation. Responses 
were grouped according to the following sub-themes of “courses/schedules,” “location,” 
and “community college reputation.” These responses were new to the literature on 
reverse transfer and emerged as institutional hindrances reverse transfer students face at 
the community college. The data showed a small group of respondents indicated 
“remedial courses” (4 of 107 [4%]) and “information not being clear when they applied” 
(3 of 107[3%]) as course and schedule conflicts (Appendix FF). Nine percent (10 of 107) 
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noted the “travel time to campus” and six percent (7 of 107) said they “needed to take 
several trains and buses to get to campus” as location hindrances (Appendix GG). Of 
those who indicated the last responses, 15% were in the subgroup–graduated and 
transferred. Finally, six percent (7 of 107) indicated they “thought it wasn’t a good 
school” because it was a community college (Appendix HH).  
Fear of failure again and lack of confidence. In exploring barriers to success, 
several personal hindrances were identified. These responses were also new to the 
literature on the reverse transfer experience and developed through the responses to the 
critical incident questions. Sub-themes of “fear of failure again” (Appendix II) and “lack 
of confidence” (Appendix JJ) emerged through the coding process. Eleven percent (12 of 
107) indicated they “fell into the same habits” and six percent (6 of 107) noted they 
“failed their first test” which provides context to the sub-theme of “fear of failing again.” 
Lastly, 13% (14 of 107) identified as “worried they couldn’t do the work” and six percent 
(7 of 107) “thought they couldn’t succeed in college,” signifying their “lack of 
confidence.” More than half of those who were responded two these two codes were 
nontraditional aged.  
 
Critical Incident Responses – Contributions to Interviews  
The responses to the critical incidents provided context and foundation to enhance 
the interview protocol. The first iteration of the interview protocol was devised from the 
literature review. Additionally, critical incidents addressed gaps in the literature. Of note, 
responses surrounding “impact of failure on others,” “personal growth,” “ability to 
bounce back from failure,” “hope/grit,” “motivation,” “persistence,” “self-assessment,” 
“problem solving,” “vulnerability,” “decision making,” “focus,” “environment,” 
  
124 
“opportunity,” “previous college knowledge,” “contextual knowledge,” “institutional 
barriers,” and “personal hindrances” were discovered during analysis of CI data. Also of 
importance were the number of nontraditional aged respondents, those who were 25 
years-old or older, who identified with sub-themes of the “impact of failure on the 
individual,” “self-assessment,” “environment,” “opportunities” and themes of “learning 
process” and “skill development.” These items were further explored in the interviews 







An overview of interview participants was presented in Chapter III. These 
participants were drawn from critical incident responses and agreed to discuss their 
revere transfer experiences further in a one-on-one interview. The interview date, time, 
and location was agreed upon. Sixty-two critical incident respondents indicated they 
would be interested in discussing their reverse transfer experience during an in-depth 
interview, 37 interviews were scheduled, 28 were conducted, and nine were no shows. 
Email and phone call outreach was conducted for those who did not show, to no avail. 
Twenty interviews were conducted in-person, while eight were conducted over the 
phone. Table 2 in Chapter III provided participant demographic information including: 
subgroup, pseudonym, CI respondent number, gender, age, time between dismissal/stop 
out until enrollment at the community college, GPA at time of interview, and race. The 






Abe is a 23-year-old African American male who, at the time of the interview, 
was enrolled at the community college. He transferred after experiencing academic 
difficulty at a local private four-year institution. Abe played basketball for the private 
four-year school and then had a self-inflicted injury, which caused his academic 
downward spiral. Instead of appealing grades, Abe decided to leave the four-year 
institution and have a new start at the community college. He is currently waiting for 
eligibility to play on the community college basketball team. Abe recently lost his mother 
and noted the support he has received from the athletics staff and coaches through this 
difficult time. Abe is mindful of the relationships he has and the support these 
relationships have provided for him. He often looks for validation from his father or 




Andrea is a 21-year-old Trinidadian first-generation college student. When 
interviewed, she was enrolled at the community college after being dismissed from a 
four-year City University of New York (CUNY) institution. Her GPA at time of 
interview was 2.3. Prior to being dismissed, she attended two other CUNY four-year 
institutions. She was dismissed from the last four-year institution after a year of 
attendance. In addition, Andrea worked two jobs during her time at the four-year 
institution. She describes her academic downfall as not having the ability to juggle two 
jobs and be there for her family. Andrea started at the community college the following 
semester because of a union scholarship she received through her mother’s employment. 
She notes that she is taking full advantage of her opportunity at Kingsborough because of 
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the friendly environment and knowing that there are many other students who are in 
similar situations and are trying to bounce-back academically. Andrea still seeks approval 
from her parents and her significant other. She often described the rules she followed 




Brienne is a 27-year-old African American female who, was enrolled at 
Kingsborough Community College at the time of the interview. She began her higher 
education journey at a CUNY four-year institution. She is a first-generation college 
student and attributes much of her initial academic difficulty to being the first in her 
family to go to college and the fast-paced college environment. Brienne was placed on 
probation at the four-year institution and took a year break from college. When she tried 
to register for courses, she was notified that she would not be allowed back due to her 
poor academic standing. She learned of the opportunity at Kingsborough through her 
counselors at a community based organization and enrolled. She made a strong 
connection with faculty and has attributed much of her success to those relationships. She 
also describes her time at Kingsborough as an important time that she was able to 
discover more about herself and her interests. At the time of the interview, Brienne had a 
3.2 GPA and was scheduled to graduate at the end of the spring semester. Brienne was 
expressive in describing her thoughts and feelings. She had a good understanding of the 
situation she was in and appreciated the relationships she developed and natured to 





Bruce is a 38-year-old Hispanic male, who graduated from Kingsborough with a 
2.2 GPA and is currently working at the community college. Bruce describes how his 
disability has played a role in his academic struggles, but more recently how it has played 
an important role in his achievement. It took eight years for Bruce to return to higher 
education. During that time, he got married and had a child. He also describes the 
challenges of working and paying off a balance at his previous four-year institution in 
order to enroll at the community college. Bruce attributes much of his success at the 
community college to the support of his family, his counselors, and the resources 
available. He notes that he grew personally and was able to come out of his shell and be 
himself. Bruce acknowledged the importance receiving validation of his 
accomplishments from his mother, sisters, wife, and child. He was developing a stronger 
sense of self after years of struggling with his own identify as an individual with 
disabilities. He valued relationships and sought to further enhance and develop those 
relationships.   
 
Carl  
Carl is a 31-year-old male, who was currently enrolled at the community college 
at the time of the interview with a 3.9 GPA. He began his higher education journey at a 
community college in another state. After a year, he transferred to a CUNY four-year 
institution. He was enrolled for six years and then was dismissed due to poor academic 
standing. Carl was working during his time at the four-year institution and after his 
dismissal worked full-time. He enrolled at Kingsborough after a six-year break with 
support from his fiancé. He attributes much of his success at Kingsborough to the 
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experiences he had during his break from school. He says he is motivated for college 
more than ever before because of his experiences in the “real world.” Carl had a very 
strong sense of self and could articulate what he needed to do to be successful. While he 
sought validation from his fiancée, he also described other important relationships that 
have supported him.  
 
Carol 
 Carol is a 57-year-old African American female, who started her educational 
journey in 1970. At the time of the interview, she was enrolled at the community college 
with a 3.43 GPA. She returned to college after a 30-year break and is a first-generation 
college student. She initially left a CUNY four-year institution on academic probation 
and pregnant. Subsequently, she was thrown out of her house and forced to live with 
other family members and prostituted to make money. She is a survivor of the 9/11 
attacks and super storm Sandy. Although she has experienced many tragedies in her life, 
she has returned to school with a renewed passion and the support and tutoring of her 
seven children. Carol has a very strong sense of self, she has a sense of direction, and has 




At the time of the interview, Daryl was 29-years old and enrolled at 
Kingsborough Community College with a 2.47 GPA. Daryl was dismissed from a CUNY 
four-year institution. He had spent a year at the CUNY four-year when he became less 
and less interested in classes. His mother became ill, and he started caring for her. Daryl’s 
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caregiver status ultimately led him to missing classes and dismissal. It took seven years 
before he enrolled at Kingsborough. During his time away from higher education, he got 
married, cared for his mother, and worked odd jobs. His wife ultimately encouraged him 
to return to school. Daryl notes that his success at the community college is due to his 
motivation to learn, and to create a better opportunity for himself, and the supportive 
environment. Daryl is a first-generation college student. Daryl is still developing a sense 
of self and is still trying be accepted for who he is and what he has accomplished. 
 
Dawn 
Dawn is a 34-year-old African American female who, at the time of the interview, 
was enrolled at Kingsborough. Prior to attending Kingsborough, she spent three and half 
years at a CUNY four-year institution. She notes the fast-paced environment, family 
issues, and 9/11 as the factors for her academic spiral. She left the four-year institution on 
her own, knowing she would eventually be dismissed. During her time away from 
college, she served four years in the Navy, bounced between jobs, and had a child. Prior 
to enrolling at Kingsborough, she spent a semester at another CUNY College, but 
decided not to continue. She eventually enrolled at Kingsborough and cites much of her 
success to her experiences in the Navy, the “real world,” being ready for college, and 
motivation. She had a 2.17 GPA when the interview was conducted. Dawn has a strong 
sense of who she is and the importance of her relationships and the systems around her. 







 Enrika is a 30-year-old first generation West Indian female, who graduated from 
Kingsborough. She is currently working at another community college as an advisor. 
Enrika began her higher education journey at a CUNY four-year institution. During her 
first year, she experienced academic difficulty and started to disengage from school. She 
notes that she felt no connection to the institution and did not want to attend the 
institution in the first place. Ultimately, she was dismissed after her first year. Enrika did 
research and found an opportunity at Kingsborough. She took full advantage of this 
second chance and ultimately flourished. While she experienced similar difficulties her 
first semester at the community college, she made connections with her faculty and the 
supportive environment. She graduated the community college with a 3.24 GPA. Enrika 
is still developing a sense of self. Often, she looks for validation from her parents or 
others. Her thoughts and beliefs are somewhat shaped by others.  
 
Eugene 
 Eugene was enrolled at Kingsborough at the time of the interview. He was 27 
years old and first-generation. Eugene describes how his medical condition first led to his 
academic difficulty at a CUNY four-year institution. After four years, he dropped out. 
After several surgeries and encouragement from his physician, he enrolled at 
Kingsborough after a five-year break from college. While he still faces challenges due to 
his medical condition, he had a 3.22 GPA. He attributes much of his success at 
Kingsborough to the supportive environment and his own determination to achieve his 
goals. Eugene is still developing a sense of self. He has relied on his relationships to 





Glenn is an Asian male, who was enrolled at the Kingsborough at the time of the 
interview. He boasts a 3.24 GPA and notes he finally feels comfortable in college. Glenn 
was dismissed from a CUNY four-year institution. He scheduled all his classes on two 
days in order to work the other five. A turning point during his time at the four-year was 
when a professor marked “ESL” on one of his papers. This really discouraged Glenn as a 
first-generation college student. After some research, Glenn found an opportunity at 
Kingsborough. He took a semester off and enrolled at the community college. He notes 
his success at Kingsborough is due to the supportive faculty, less pressure, and growing 
personally. Glen is still developing his sense of self. He is very influenced by his family 
and looks to follow the guidance and goals set by them. He was extremely worried about 
what his parents thought of his failure and still speaks to those challenges.   
 
Lori 
Lori is a 41-year-old Hispanic female, who was enrolled at Kingsborough 
Community College when the interview was conducted. She is a first-generation college 
student. Her educational journey began at a prestigious four-year institution in the New 
England area. After spending a year in college, she felt lost, and her grades suffered. She 
returned home and became more involved in advocacy. She then worked for several 
years, got married, had two kids, was a victim of domestic violence, divorced, and faced 
homelessness. She looked to restart her educational journey at several other institutions, 
but always found herself back in the same situation: Not ready. After twenty years, Lori 
has found a home at Kingsborough. She finally feels empowered and had a 3.63 GPA. 
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Her success, as she cites, is due to her life and work experiences, her own personal 
growth and focus, and Kingsborough’s environment. Lori has a strong sense of self. Over 
the years, her experiences have helped shaped her thinking and development of identify. 
She knows where she is going and what she needs to do to accomplish these goals.  
 
Maggie  
Maggie is a 45-year-old female, who took courses at Kingsborough and is 
currently enrolled at a four-year institution. Maggie is a veteran and notes the challenges 
she faced reintegrating back into academia after her military service. She was working 
full-time, going to school full-time, and trying to reintegrate. She subsequently left the 
CUNY four-year institution on probation and enrolled at the community college. She 
finished at the community college with a 3.14 GPA. She attributes much of her success at 
Kingsborough to her own determination, the environment, and the ability to use the GI 
bill. Maggie is still developing a sense of self, she is still guided by the rules of the 
institution and it has taken a while for her to challenge these assumptions.  
 
Max  
Max is a 30-year-old Hispanic male, first-generation, who graduated from 
Kingsborough Community college and is currently working. Max was dismissed from a 
CUNY four-year institution after an unsuccessful third appeal. He left with four years of 
college experience and says a lot of his academic difficulties came from his association 
with a fraternity. After his dismissal, he found a second chance opportunity at 
Kingsborough. He graduated from the community college with a 3.36 GPA. Max credits 
much of his success at Kingsborough to developing his networking abilities, the 
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environment, taking advantage of opportunities, and personal growth. Max has a strong 
sense of self and is appreciative of the supports and networks he has established. He has a 
sense of direction and knows the steps he needs to take to achieve his goals.  
 
Melo  
Melo is a 26-year-old African American male who graduated from Kingsborough 
and is currently attending a CUNY four-year institution. Prior to coming to 
Kingsborough, Melo was dismissed from a CUNY four-year institution. He attributes 
much of his academic difficulty to not being ready for college immediately after high 
school. After a four-year break, he enrolled at Kingsborough. He also credits much of his 
success to his participation on the basketball team and networking at the community 
college. He graduated the community college with a 2.89 GPA. Melo is still developing 
his sense of self. He relied heavily on his support systems and networks to be successful. 
He is influenced by the beliefs and networks around him, but continues to look to move 
to define his own identity.  
 
Merle 
 Merle is an Asian male, who is a 26-year-old first-generation college student. 
Merle graduated from Kingsborough Community College with a 3.93 GPA and is 
currently attending an Ivy League college. He was dismissed from a CUNY four-year 
institution after one academic year. During his two-year break, he worked full time and 
researched opportunities to continue his education. He came across a second chance 
opportunity at Kingsborough. Much of Merle’s success is his own self-realization, 
personal growth, and the supportive welcoming environment at Kingsborough. Merle has 
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a strong sense of self and identity. He has really reflected and been thoughtful of his 
whole reverse transfer experience and generated a larger understanding of his purpose 
and meaning. He also has adapted and changed throughout this process.  
 
Morgan 
 Morgan is a 31-year-old African-American male, who graduated from the 
community college and is currently enrolled at a four-year institution. He graduated from 
the community college with a 2.06 GPA. Morgan describes the challenges of life 
circumstance as part of his dismissal, since he was an expecting father and worked full-
time. Morgan began his higher education journey at a CUNY four-year institution and 
was first-generation. He does not have a strong sense of self and continues to be 
influenced by the systems around him. He is mindful of his own needs and interests.  
 
Nikki 
Nikki is a 26-year-old African American female, who graduated from community 
college with a 2.98 GPA. Nikki dropped out from a CUNY four-year institution, and then 
attended two other four-year institutions before enrolling at Kingsborough. She enrolled 
at Kingsborough following the semester she dropped out. Nikki is currently employed at 
Kingsborough Community College as an academic advisor. Nikki has a strong sense of 
self and identity. She has valued the networks around her and has often used her 
experiences, as a reverse transfer student, with the students she works with. She has her 








Oksana is a 27-year-old Caucasian female, who was enrolled at the community 
college. She was dismissed from a CUNY four-year institution after graduating from 
another community college. She is currently taking a leave from higher education to 
focus on work. While she has not earned a GPA at the community college, she attributes 
must of her personal success to finding herself at the community college. Oksana is still 
developing a strong sense of self. She is very reflective but often times is influenced by 
the beliefs and values of others. She often sought validation from others and saw people 
as a means to an end.  
 
 Olivia 
Olivia is a 24-year-old African American female, who was enrolled at the 
Kingsborough Community College when the interview was conducted. Her GPA at the 
time of interview was 2.77. She dropped out of a CUNY four-year institution due to a 
combination of working full-time and her pregnancy. She did not have academic support 
or anyone in her life to speak with because she was a first-generation college student. She 
worked full-time to support herself and attributes much of her success to the close-knit 
support system at Kingsborough that allowed her to be in a position to earn her associates 
degree. Oliva has developed a strong sense of self. Her identity has been shaped by her 
experiences and life challenges. She has created networks and supports that have allowed 









Paul is a 21-year-old Caucasian male, who was enrolled at the community college 
when the interview was conducted. His current GPA is 3.18. He was dismissed from a 
CUNY four-year institution and enrolled at Kingsborough Community College after a 
semester break. Paul is a first-generation college student. Paul emphasizes how he was 
able to study areas of interests at the community college, thus allowing for greater 
success and enjoyment of learning. Paul is still developing a sense of self. He often 
looked for validation from others and cared what others thought of him.  
 
Rick 
 Rick is a 25-year-old Hispanic male, who graduated from the community college 
and is now working. He left the community college with a 3.27 GPA. He was dismissed 
from a CUNY four-year institution. Rick is a first-generation student, went through 
several major surgeries and some setbacks, which ultimately lead to his dismissal. He 
was discouraged by the lack of communication he was receiving from the four-year 
institution on procedures to appeal grades and better himself. As he reflects on his time at 
Kingsborough, he attributes much of his success to being an environment where he knew 
other students were in the same situations as he was in, reverse transfer. He also describes 
the caring environment and supportive faculty. Rick has developed a strong sense of self. 
He has established his beliefs and values. However, he still struggles with system 










Rosita is a first-generation African American female, who is 28 years-old. When 
the interview was conducted, she was enrolled at the community college with a 2.41 
GPA. She was dismissed from a CUNY four-year institution. She took a year break in 
order to work and support herself financially. Her determination to obtain a degree 
motivated her to peruse opportunities that would allow her to succeed. She found the 
New Start program. She attributes much of her success at Kingsborough to the supportive 
faculty and her own discovery and growth. Rosita is developing her sense of self. She 
still is influenced by the beliefs of others but has made strides to create her own identity.  
 
Sasha 
Sasha is a 25-year-old Caucasian female who graduated from the community 
college with a 2.54 GPA. She was dismissed from a CUNY four-year institution due to 
her remedial needs. She was disappointed to know that remediation hindered her ability 
to progress at the four-year institution. After a semester break, she enrolled at 
Kingsborough. Sasha decided to embrace her new start at Kingsborough by participating 
in various events and opportunities. Sasha attributes much of her success at 
Kingsborough to the campus diversity, academic and co-curricular programs, and student 
and family support systems. She explains how Kingsborough has allowed her to grow 
both professionally and personally. Sasha has a strong sense of self and has established a 
sense of identity. She is independent and appreciates the networks and supports that have 







Shae is a 28-year-old Middle Eastern female, who was enrolled at the community 
college when the interview was conducted. She was dismissed from a CUNY four-year 
institution and took eight years off before enrolling at the community college. She is a 
single mother and accredits much of her success to her growth and self-discovery at the 
community college. Coupled with the support of faculty and programs, she has excelled 
at the community college. At the time of interview, had 3.97 GPA. She is a first-
generation college student and is scheduled to graduate at the conclusion of the spring 
2017 semester. Shea has strong sense of self and identity. She is very reflective and has 
her own set of values and beliefs. She stands by her decisions and explores her thoughts 
and feelings to better understand herself.  
 
Sophia  
Sophia is an African American female, who is 22 years old. When the interview 
took place, she was enrolled at the community college after being dismissed from a 
CUNY four-year institution. At the time of the interview, Sophia had a 2.16 GPA. She 
attributes much of her success to her faculty members and her advisor in the New Start 
program. She enrolled at Kingsborough the semester after her dismissal. She works and is 
a first-generation college student. Sophia is still discovering herself. She sees views 
college as a means to an end. She is still influenced by those around her and struggles 







Spencer is a 23-year-old Hispanic male, who was enrolled in a rigorous program 
at a private four-year institution. He left the four-year institution before he was dismissed. 
He cited a mental breakdown from the amount of pressure to succeed in his program. He 
took a semester off and enrolled at the community college. He took courses at the 
community college and ultimately transferred to a CUNY four-year institution. He left 
the community college with a 4.0 GPA. He noted his success at the community college 
was due to the ability to explore course and majors, and having the support and 
encouragement of faculty and staff at the community college. Spencer is very reflective 
and has a strong sense of identity. He has embraced his experiences and has his own sets 
of values and beliefs. He appreciates and values the networks and supports that have 
allowed him to be successful and looks to use his experiences as inspiration for others.  
 
Tara 
Tara is a 31-year-old African American female, first-generation, who graduated 
from the community college with a 3.77 GPA and transferred to a four-year institution. 
She describes the challenges with her own mental health as the impetus of leaving her 
initial CUNY four-year college in poor standing. Tara intends to be an advocate for 
mental health. She has developed a strong sense of self and has identified her own sets of 
values and beliefs. She has described how this has been a challenge for her over the 
years, but she has come to a place where she accepted her identify. She plans to user her 










The chapter discussed Kingsborough Community College as the study site. The 
New Start program was presented, along with transfer entrant information, fall-to-fall and 
fall-to-spring retention, and graduation data. Next, an overview of critical incident 
respondents was presented. These CI responses were analyzed and trends were explored. 
These patterns informed the next coding scheme for the interview transcripts. The chapter 
























FINDINGS AND ANALYSIS  
 
 
   “I am not perfect. Everybody goes through these challenges, but it's how you pick 
yourself up and how you kind of work towards progressing [in] life, that's what really 
makes you.” – Lori  
The findings and analysis of study are presented in this chapter. The chapter 
begins with the organization of findings. Findings are organized by research sub-
questions and arranged by themes. These themes are supported by sub-themes and codes 
established by the interview data. Embedded within the findings are any demographic 
and subgroup trends or outliers. The chapter concludes with a summary.  
 
 




This chapter presents emergent themes as they look to address the following 
research question and sub research questions: How do reverse transfer students overcome 
previous failure in order to succeed at a community college? Sub-questions included: 
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 How do reverse transfer students describe the impact of their reverse transfer 
experience in succeeding at the community college? 
 What do reverse transfer students report as the experiences and learning they 
needed that enabled them to succeed at the community college? 
 What and how do reverse transfer students learn to navigate opportunities at a 
community college? 
 What hinders the academic progress of reverse transfer students during their time 
at a community college? 
The study’s findings are presented in Table 15, which are summarized through the final 
coding scheme (Appendix G). Findings are organized based upon interview data related 
to the research question and sub-questions. The findings are presented in the following 
sections:  
 Finding One: Reflection, Resilience, and Self-Efficacy 
 Finding Two: Active Participation, Buy-In, Social/Cultural Experiences 
 Finding Three: Knowledge, Learning Process, Skill Development 
 Finding Four: Institutional Barriers and Personal Hindrances 
These sections feature rich descriptions and analysis which is supported by direct 
quotations from interview transcripts, highlighting unique perspectives and experiences. 
Tables are featured throughout this chapter and in Appendix LL through Appendix LLL 
to visually see patterns and trends (Creswell, 2013) amongst the data. These tables 
present participant’s response frequencies. Tables are organized with participant’s 
aligned responses, demographics, subgroup, and time between dismissal and/or stop out 





Organization of Findings 
 
Research Sub Question #1 Research Sub Question #2 Research Sub Question #3 Research Sub Question #4 
How do reverse transfer students 
describe the impact of their 
reverse transfer experience in 
succeeding at the community 
college? 
What do reverse transfer students 
report as the experiences and 
learning they needed that enabled 
them to succeed at the community 
college? 
What and how do reverse transfer 
students learn to navigate 
opportunities at a community 
college? 
What hinders the academic 
progress of reverse transfer 
students during their time at a 
community college? 
Finding 1:  Reverse transfer 
students demonstrate resilience 
and often reflect on their previous 
college failures for self-efficacy in 
their community college success. 
 
Reflective Process 
 impact of failure (self) 
enrolled at CC (15 of 15 [100%]) 
graduated & transferred – (7 of 7 
[100%]) 
graduated & working – (6 of 6 
[100%]) 
 perceived impact of failure on 
others 
enrolled at CC (11 of 15 [73%]) 
graduated & transferred – (5 of 7 
[71%]) 
graduated & working – (2 of 6 
[33%]) 
 personal growth 
enrolled at CC (9 of 15 [60%]) 
graduated & transferred – (5 of 7 
[71%]) 
graduated & working – (4 of 6 
[67%]) 
Resilience  
 ability to bounce back from 
failure  
enrolled at CC (14 of 15 [93%]) 
graduated & transferred – (7 of 7 
[100%]) 
graduated & working – (6 of 6 
[100%]) 
 hope and grit  
enrolled at CC (12 of 15 [80%]) 
graduated & transferred – (6 of 7 
[86%]) 
graduated & working – (5 of 6 
[83%]) 
 long term goals  
enrolled at CC (14 of 15 [93%]) 
graduated & transferred – (5 of 7 
[71%]) 
graduated & working – (6 of 6 
[100%]) 
 self-assessment  
enrolled at CC (14 of 15 [93%]) 
graduated & transferred – (7 of 7 
[100%]) 
graduated & working – (6 of 6 
[100%]) 
 
Finding 2:  Reverse transfer 
students describe their active 
participation, social/cultural 
experiences and buy-in at the 
community as experiences and 
learning needed for success. 
 
Active Participation  
 involvement  
enrolled at CC (10 of 15 [67%]) 
graduated & transferred – (6 of 7 
[86%]) 
graduated & working – (6 of 6 
[100%]) 
 problem solving  
enrolled at CC (14 of 15 [93%]) 
graduated & transferred – (7 of 7 
[100%]) 
graduated & working – (5 of 6 
[83%]) 
 vulnerability  
enrolled at CC (13 of 15 [87%]) 
graduated & transferred – (6 of 7 
[86%]) 
graduated & working – (5 of 6 
[83%]) 
Emotional Buy-in  
 decision making  
enrolled at CC (13 of 15 [87%]) 
graduated & transferred – (3 of 7 
[43%]) 
graduated & working – (5 of 6 
[83%]) 
 focus  
enrolled at CC (12 of 15 [80%]) 
graduated & transferred – (6 of 7 
[86%]) 
graduated & working – (4 of 6 
[67%])  
Social/Cultural Experiences  
 environment  
enrolled at CC (11 of 15 [73%]) 
graduated & transferred – (7 of 7 
[100%]) 
graduated & working – (5 of 6 
[83%]) 
 opportunity  
enrolled at CC (12 of 15 [80%]) 
graduated & transferred – (7 of 7 
[100%]) 





Finding 3:  Reverse transfer 
students discuss learning to 
navigate opportunities through 
knowledge attainment, enhancing 




 contextual knowledge 
enrolled at CC (12 of 15 [80%]) 
graduated & transferred – (6 of 7 
[86%]) 
graduated & working – (5 of 6 
[83%]) 
 previous knowledge of 
college  
enrolled at CC (13 of 15 [87%]) 
graduated & transferred – (6 of 7 
[86%]) 
graduated & working – (5 of 6 
[83%]) 
Learning Process 
 reflection-on-action   
enrolled at CC (11 of 15 [73%]) 
graduated & transferred – (5 of 7 
[71%]) 
graduated & working – (6 of 6 
[100%]) 
 sense of belonging  
enrolled at CC (15 of 15 [100%]) 
graduated & transferred – (7 of 7 
[100%]) 
graduated & working – (6 of 6 
[100%])  
 
Skill Development   
 community college 
experiences  
enrolled at CC (15 of 15 [100%]) 
graduated & transferred – (7 of 7 
[100%]) 
graduated & working – (6 of 6 
[100%]) 
 interaction with others   
enrolled at CC (14 of 15 [93%]) 
graduated & transferred – (7 of 7 
[100%]) 




Finding 4:  Reverse transfer 
students face institutional barriers 
and personal hindrances in their 
success at community college. 
 
Institutional Barriers 
 courses/schedule   
enrolled at CC (3 of 15 
[20%]) 
graduated & transferred – (3 
of 7 [43%]) 
graduated & working – (3 of 
6 [50%]) 
 location  
enrolled at CC (6 of 15 
[40%]) 
graduated & transferred – (0 
of 7 [0%]) 
graduated & working – (3 of 
6 [50%]) 
 poor communication   
enrolled at CC (5 of 15 
[33%]) 
graduated & transferred – (1 
of 7 [14%]) 
graduated & working – (3 of 
6 [50%]) 
 CC reputation   
enrolled at CC (5 of 15 
[33%]) 
graduated & transferred – (1 
of 7 [14%]) 
graduated & working – (1 of 
6 [17%]) 
Personal Barriers  
 fear of failure again   
enrolled at CC (2 of 15 
[13%]) 
graduated & transferred – (3 
of 7 [43%]) 
graduated & working – (2 of 
6 [33%]) 
 lack of confidence   
enrolled at CC (5 of 15 
[33%]) 
graduated & transferred – (2 
of 7 [29%]) 











Reverse transfer students demonstrated resilience and often reflect on their 
previous college failures and demonstrate self-efficacy in their community college 
success. Specifically, participants described elements of reflective process, resilience and 
characteristics of self-efficacy when describing the impact of the reverse transfer 
experience. Table 16 provides participants’ demographic information, associated 
subgroup, and participants’ responses which are categorized according to sub-theme and 
aligned with their responses.  
 
Reflective Process 
 The reflective process, of the reverse transfer student, developed into a major 
component of student success at the community college. Components of the reflective 
process include the impact of failure on oneself, the impact of failure on others, and 
personal growth. These elements are discussed further in the following sections. 
Impact of failure on self. An important component to Boud et al.’s (1996) 
reflective process is attending to the feelings the experience provoked. In this case, 
participants described the various emotions they experienced through the reverse transfer 
experience. All participants (100%) indicated varying impacts of failure. Specifically, all 
participants noted varying emotions they experienced when they failed. These emotions 
included the following: ashamed/embarrassment; afraid/scared; depressed; 
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disappointment; felt like a failure; felt like I failed others; heartbroken/upset; loss of 
hope; loss of opportunity; and regret. A significant number of participants identified 
feelings of feeling like a failure (100%), becoming depressed - (89%), and feeling 
ashamed or embarrassed (71%). Bruce described the emotional impact of his dismissal in 
this manner: “actually, at first it really tore me up because I come from a family that 
when you're young, you're expected to go to college to try to better yourselves and 
because all my sisters went to college, it was expected of me.” 
Upon learning of their dismissal from the four-year institution, reverse transfer 
students have a variety of emotions. Enrika described the moment she first got the 
notification of her dismissal as, “Horrible. I got a letter and I read it eight times because I 
could not believe it. I nearly started crying because I thought that was the end all, be all.” 
Merle summarized when he first learned of his dismissal:  
   Even before I got the letter, I really had realized that I wasn't doing well. I sort 
of expected the letter, but it still hits you hard once you get the letter. It was like 
closing a chapter of a book in your life. That this chapter has been closed. It really 
felt like I couldn't reopen school again. This chapter meaning college. As soon as 
Baruch closed the door on me, it felt like I was shut out, and I couldn't get back 
in.  
 
Furthermore, the emotional impact of failure could serve as a tipping point for 
some learners. Tara described how her dismissal added to personal struggles she was 
already facing: 
   Because I felt like a failure. I felt like an absolute failure. It stung. Actually, 
right after that, a month after, I was hospitalized for a suicide attempt. I didn't tell 
anybody. It was because of City Tech rejection. That was the straw that broke the 
camel's back. I was trying to escape from it all. I tend to resort to suicide for 
anything like that. If all else fails, I can just die or whatever. That's what I did. 
Throughout those years between City Tech and because I was in and out of the 





While many participants described feeling depressed, it also highlighted internal conflicts 
many students faced and other potential mental health concerns.  
 Appendix KK provides a more comprehensive data display on how participants 
responded. Data analysis identified the following feelings: afraid – 54% (15 of 28); 
ashamed/embarrassed – 54% (20 of 28); depressed – 89% (25 of 28); disappointed – 75% 
(21 of 28); failed others – 57% (16 of 28); felt like a failure – 100% (28 of 28); 
heartbroken/upset – 68% (19 of 28); loss of hope – 68% (19 of 28); loss of opportunity –
39% (11 of 28); and regret – 36% (10 of 28). Notable in the data were the percentage of 
nontraditional aged (25 years-old or above) respondents to the emotions they felt from 
being dismissed or stopping out at the four-year institution. Specifically, the following 
data are highlighted: 60% or more of those that indicated feeling ashamed/embarrassed, 
depressed, disappointed, like a failure, loss of hope, and/or failed others were 
nontraditional aged. Thirty-two percent of the respondents (9 of 28) identified with seven 
of the emotional codes identified. When disaggregated by subgroups, those who were 
enrolled at the community college had higher frequencies feelings of depressed (93%) 
and loss of hope (80%). Those within the subgroup-graduated and transferred–described 
feelings such as ashamed/embarrassed/lied (86%), heartbroken (86%), failing others 
(71%), and a loss of opportunity (57%). Finally, those who identified with the subgroup– 
graduated and working–noted feeling disappointment (100%) and regret (50%) at the 
highest frequency.  
When comparing interview responses verse critical incident responses, the 
following thematic patterns and trends are noted. Overall, there were higher interview 




















































ashamed/embarrassed (73% vs. 28%), afraid (47% vs. 19%), depressed (93% vs. 19%), 
disappointed (67% vs. 21%), failed others (53% vs. 14%), felt like a failure (100% vs. 
40%), heartbreak (53% vs. 38%), loss of hope (80% vs. 35%), loss of opportunity (40% 
vs. 26%), and regret (33% vs. 17%). For those who graduated and transferred, there was 
an overall higher interview response rate for the following: ashamed/embarrassed (86% 
vs. 44%), afraid (57% vs. 30%), depressed (86% vs. 19%), disappointed (71% vs. 37%), 
failed others (71% vs. 15%), felt like a failure (100% vs. 41%), heartbreak (86% vs. 
35%), loss of hope (71% vs. 32%), loss of opportunity (57% vs. 22%), and regret (29% 
vs. 22%). Lastly, there were higher interview response rates for those who graduated and 
were working in the following areas: ashamed/embarrassed (50% vs. 40%), afraid (67% 
vs. 20%), depressed (83% vs. 40%), disappointed (100% vs. 20%), failed others (50% vs. 
0%), felt like a failure (100% vs. 30%), heartbreak (83% vs. 60%), and regret (50% vs. 
33%). Conversely, there was a higher critical incident response rate for those who 
graduated and were working for the following: loss of hope (40% vs. 33%) and loss of 
opportunity (60% vs. 17%).  
 Perceived impact of failure on others. The emotional impact of failing at 
college not only affected the reverse transfer students themselves, but, also had a 
perceived emotional toll on family, friends, and others. Sixty-four percent of the study 
participants described the emotional impact, of their failure, on their family, friends, or 
others. Enrika said, “[I was] embarrassed for me. Embarrassed about what people would 
say about me. Embarrassed because of my parents. It's not ... I'm from a West Indian 
culture so you don't represent your families like that…they were embarrassed.” Andrea 
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described the challenge of speaking to her significant other about her dismissal, “When 
he found out, he completely just blew up at me.”  
The following feelings were reported for the sub-theme-impact of failure on 
others, which include parents, friends, and/or family members (Appendix LL). Sixty-four 
percent (18 of 28) of respondents noted the emotional impact of their failure on others. 
Specifically, 36% (10 of 28) of participants indicated that others were 
ashamed/embarrassed; 40% (11 of 28) indicated that others were disappointed; and 39% 
(11 of 28) replied that others were supportive during the time they learned of their 
dismissal form the four-year institution. Responses were relatively evenly distributed 
across the demographics. Moreover, 43% of participants identified with two of the three 
codes. Of those that reported with two or more codes, 71% were in the subgroup–
graduated and transferred. When examined across subgroups, the following patterns were 
noted. Those who graduated and transferred noted others felt ashamed/embarrassed 
(57%) and others were supportive (67%).  
 When comparing interview responses verse critical incident responses the 
following thematic patterns and trends are observed. There was a higher interview 
response rate for those enrolled at the community college for the following: 
ashamed/embarrassed (40% vs. 17%), disappointed (40% vs. 27%), and supportive (40% 
vs. 15%). In examining the subgroup-graduated and transferred, the interview response 
rate was higher for the following: ashamed/embarrassed (57% vs. 22%), disappointed 
(43% vs. 26%), and supportive (67% vs. 30%). Finally, those who were interviewed and 




However, the critical incident respondents replied at a higher rate in the following 
areas: ashamed/embarrassed (20% vs. 0%), disappointed (50% vs. 33%).  
Personal growth. The final sub-theme associated with the reflective 
process is personal growth. Participants reported with the following areas of 
growth: “honed personal skills”; received additional training outside of college 
(work, internship, etc.); and “took time away from college.” Sixty-four percent of 
the participants acknowledged personal growth as they reflected on the impact of 
their reverse transfer experience. Enrika described her own personal growth: 
   I think I realized that, “This is not who I am. Circumstances predicted this 
result, but what am I going to do about it?” I took personal responsibility like, 
“This is what I did, and this is what I need to do. How do I get to that point?”  
 
Shea also noted her time away from college: 
   That break, even though at the time was horrible. I was behind everybody that 
was my age. It was distressing. It really helped me now jump onboard and move 
forward. The break itself was bad, but it also helped out a lot.  
 
Sixty-four percent of the participants (18 of 28) described some sort of personal 
growth with this sub-theme (Appendix MM). The following percentages reflect 
prevalence across the 28 interviewed: 32% (9 of 28) of the respondents replied that they 
honed skills upon their dismissal; 39% (11 of 28) of the respondents indicated they 
received additional training outside of college; and 32% (9 of 28) of the participants 
discussed taking time away from college for growth. When disaggregated across 
subgroups, 50% of those who graduated and working noted receiving additional training 
outside of college (work, internships, etc.). Next, those who graduated and transferred, 
described “taking time away from college” at the highest rate (43%).  
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There were some observations when exploring interview and critical incident 
responses. There were relative similarities in response rates for those enrolled at the 
community college in the following areas: “honed skills” (33% [interview] vs. 38% [CI]), 
“received additional training outside of college” (40% [interview] vs. 41% [CI]), and 
“took time away from college” (33% [interview] vs. 31% [CI]). For those who graduated 
and transferred, there was an overall higher critical incident response rate for the 
following: “honed skills” (37% vs. 29%), “received additional training outside of 
college” (37% vs. 29%), and “took time away from college” (44% vs. 43%). Lastly, for 
those who graduated and were working, there was a higher critical incident response rate 
for “honed skills” (40% vs. 33%) and “took time away from college “(40% vs. 17%). 
While, there was a higher interview response rate for “receiving additional training 
outside of college” (50% vs. 40%). 
 
Resilience  
Resilience has been defined as “a dynamic process encompassing positive 
adaptation within the context of significant adversity. Implicit within this notion are two 
critical conditions: (1) exposure to significant threat or severe adversity; and (2) the 
achievement of positive adaptation despite major assaults on the development process” 
(Luthar et al., 2000). Findings of this study suggested that resilience emerged as a key 
component of the impact of their reverse transfer experience in succeeding at the 
community college. Specifically, ability to bounce back from failure, hope and grit, and 
long-term goals were sub-themes that materialized from both critical incidents and the 
participants’ interviews.  
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Ability to bounce back from failure. Participants reported on their own 
capability to bounce back from failure and/or dismissal from the four-year institution. 
Particularly, 96% (27 of 28) of participants described their ability to bounce back from 
failure, returning to school after being dismissed from a four-year college, or “hitting 
rock bottom.” Participants reported the following: “applied to and was accepted by the 
community college”; “did not let previous failure stop me”; and “found a second chance 
at higher education.” Maggie described how failure would not define her:  
I can’t let failure define me or stop progression. I just have to look at it in a 
different way. It’s not the end of the world. I just have to look beyond that and 
say, ‘Okay, I came across this hurdle, I’ll go around it, I’ll jump over it but it’s 
not going to stop me.  
 
Carol’s bounce back spanned over three decades and consisted of experiences 
ranging from college dropout, unexpected pregnancy, prostitution, and surviving 9/11 
and Hurricane Sandy. Carol’s determination is fed by her desire to return to the original 
four-year institution from which she was dismissed. She noted, “I'm going to show them I 
can finish this school and get a bachelor's degree finally where I started [in] 1977.” 
Returning from failure was also associated with other personal attributes. Enrika 
stated, “Confidence, perseverance, bounce back. I have a quicker bounce back from 
failure.” Her reflection also lends itself to notions of learning from experience and 
vulnerability.  
Analysis of this sub-theme showed that 96% percent of the participants (27 of 28) 
indicated possessing the ability to bounce back from failure (Appendix NN). The 
following areas provided context to this sub-theme. Seventy-nine percent (22 of 28) said 
that “previous failure will not stop them.” Eighty-two percent (23 of 28) indicated they 
“found a second chance opportunity at higher education.” When the subgroups were 
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disaggregated by subgroup, those within the subgroup–graduated and transfer–noted “not 
letting pervious failure stop them” at the highest frequency (86%). While, those who 
identified with the subgroup–graduated and working–found a second chance opportunity 
in higher education (100%).  
When comparing interview response rates verse critical incident response rates, 
several observations were noted. There was a higher interview response rate for those 
enrolled at the community college for the following: “did not let previous failure stop 
them” (80% vs. 38%) and “found a second chance opportunity at higher education” (73% 
vs. 20%). Similarly, a higher interview response rate was observed for those who 
graduated and transferred for the following: “did not let previous failure stop them” (86% 
vs. 41%) and “found a second chance opportunity at higher education” (86% vs. 33%). 
Additionally, higher interview response rates were seen for those who graduated and 
were working in the following areas: “did not let previous failure stop them” (67% vs. 
40%) and “found a second chance opportunity at higher education” (100% vs. 20%). 
Hope and grit. Participants stated their own perseverance and motivation to 
moving towards their goals. In particular, hope and grit emerged through the interviews. 
Grit is described as perseverance and passion working towards long-term goals 
(Duckworth et al., 2007). While hope is often described as thinking about one’s goals and 
the motivation to move towards those goals (Snyder, 1995). Participants described 
“demonstrating efforts in getting back to higher education”; “perseverance and passion 
for education attainment”; “focus on end goal”; did whatever it took to get back into 
higher education”; and “optimism of what lies ahead.” Findings show that 82% of (23 of 
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28) participants described their own hope and grit as contributors to their success at the 
community college.  
Bruce described the importance and said, 
always hope. When you set a goal for yourself, whatever it takes, however long it 
takes, do what you need to do to achieve that goal because at the end when you 
look back... I look at my wall right now. I have awards and I my Kingsborough 
diploma's right there in dead-center … You deal with the hand that you're dealt 
with but never lose hope [sic]. 
 
When describing her personality Maggie mentioned, “that I’m very stubborn and 
resilient...Because it's kind of you have to go through hoops...you don’t quite fit into one 
category, so you have to try to find a way around…” Hope and grit were found to be 
significant factors in the resilient nature of reverse transfer students and their success at 
the community college.  
Data analysis found that 82% of the participants (23 of 28) reported on concepts 
of hope and grit (Appendix OO). Participants were coded for hope and grit and the 
following distributions emerged. Seventy-one percent (20 of 28) “demonstrated effort in 
getting back into higher education.” “Perseverance and passion for education attainment” 
was noted by 57% (16 of 28) of the participants. Sixty-one percent (17 of 28) indicated 
that there was a “focus on the end goal.” Next, 25% (7 of 28) described doing “whatever 
it took, to get back into higher education.” Finally, 46% (13 of 28) responded with 
“optimism of what lies ahead.” Notable in this data set are the number of male 
participants that associated with hope/grit. Fifty percent or more identified with 
“demonstrating effort in getting back into higher education” and doing “whatever it took, 
to get back into higher education.” Additionally, 32% (9 of 28) of the participants 
reported with three or more areas associated with hope and grit. When subgroups were 
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explored, those who identified with graduated and transferred responded at higher rates to 
“demonstrating effort in getting back into higher education” (86%) and “perseverance 
and passion for education attainment” (86%). While 83% of those who “focused on the 
end goal”, were in the subgroup graduated and working.  
In examining interview response rates verse critical response rates, there was an 
overall higher interview response rate for all topical areas. Specifically, for those enrolled 
at the community college, interview response frequency was higher in the following: 
“demonstrated effort in getting back to higher education” (67% vs. 38%), “perseverance 
& passion for education attainment” (54% vs. 31%), “focus on end goal” (60% vs. 23%), 
and “optimism of what lies ahead” (47% vs. 28%). For those who graduated and 
transferred, interview response rates were higher for the following areas: “demonstrated 
effort in getting back to higher education” (86% vs. 37%), “perseverance & passion for 
education attainment” (86% vs. 44%), “focus on end goal” (57% vs. 33%), and 
“optimism of what lies ahead” (47% vs 26%). Lastly, interview response rates were 
higher for those who graduated and were working in the following areas: “demonstrated 
effort in getting back to higher education” (67% vs. 20%), “focus on end goal” (83% vs. 
30%), and “optimism of what lies ahead” (50% vs 20%). However, critical incident 
response rates were higher for those who responded with “perseverance & passion for 
education attainment” (40% vs. 33%). Unique to the interviews was the emergence of 
response “doing whatever it took to get back in higher education”. The responses were 
distributed across the subgroups as follows: 27% were enrolled at the community college, 
27% had graduated and transferred, and 17% had graduated and were working. 
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Long-term goals. Study participants described how long-term goals played a role 
in their determination and success at the community college. Eighty-nine percent (25 of 
28) of participants noted the importance of their long-term goals of college degree and/or 
career positioning. These long-term goals are associated with “deciding education was 
needed and/or important” and “taking the necessary time away from school to ensure 
they were ready to return to higher education.” Bruce discussed how his long-term goal 
of going to school played a pivotal role in working through his failure from a four-year 
college, his disabilities, and his determination to finish. He said:  
   I felt like most students with disabilities that it's because of my disability…And 
most students at the age that I had didn't have the mindset. So, I went home. Shed 
some tears like anybody else, and my mother asked me the same thing. She's like, 
‘What do you want?’ I'm like, “I want to go to school.” 
 
Education emerged as a long-term term goal for many of these reverse transfer 
students. Carol admitted:  
   Education was always, always right at the forefront of my mind. In my home, 
that's like bread and butter. Even when I started to have more children, my 
children knew from [when] they could speak, you're going to go to college. Like 
your mother told you, I told my kids the same thing. Education is the key out of 
poverty, and no one can take it away from you. They can take away the silver, the 
gold, everything, but they cannot fool you, and you can be an independent thinker 
and let no one think for you. I've always imparted that with my children, but 
going to school was ... And I loved school ... It was a missing portion of my life.  
 
Eugene spoke about his long-term goals,  
   I learned from experience, but I know I'm going to do something more, so as 
soon as I finish this, I'm going back to a four-year school. I need [a] bachelors. I 
just need to know what I want to get a bachelor's in…eventually a master’s 
[degree]. 
 
Finally, Brienne said: 
   I was really excited. I was excited because I didn't want to just work from 
paycheck to paycheck. I kind of wanted to get my degree in something. Especially 
in something that I like. I was really excited. On top of that, I felt like it wasn't the 
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end. When I got dismissed I was just like, "Oh my God. This is over. My 
academic career is over." When I got here and I got accepted and I started taking 
my classes I was like, "Okay, maybe it's not the end of the world. Maybe 
everything is going to be okay." 
 
Long-term goals were significant to the resilience of reverse transfer students. 
Moreover, it lent itself to understanding how these students recover from their original 
failure and are determined to move forward. Long-term goals also provided the impetus 
for reverse transfer students to learn to navigate opportunities and succeed at the 
community college.  
Long-term goal data exploration found the following: 89% of the participants (25 
of 28) indicated long-term goals (Appendix PP). Moreover, 39% (11 of 28) “took 
necessary time away from college to ensure they were ready for college.” While, 75% (21 
of 28) “decided that education was needed/important,” so for many there was affirmation 
of the importance of education. Those within the subgroup–graduated and working–
100% of the group “decided that education was needed/important.”  
Distinctive to the interviews were responses surrounding long-term goals. 
Moreover, interview participants responded in the following ways to the area of 
“deciding education was needed and important”: enrolled at the community college - 
40%, graduated and transferred - 29%, and graduated and working - 50%. Next, 
interview participants also described “taking necessary time away from college to ensure 
they were ready to return higher education” in the following: 73% were enrolled at the 










Self-efficacy is described as “beliefs in one’s capabilities to organize and execute 
the course of action required to produce given attainments” (Bandura, 1997, p. 3). It has 
often been considered a variable in student learning as it affects students’ motivation and 
learning (Pajares 1996, 2006; Schunk 1995, 2003). Findings indicated that self-efficacy 
contributes to students’ learning and success at community colleges. In particular, factors 
of motivation, persistence, and self-assessment emerge as sub-themes within these 
findings.  
Motivation. Literature in adult education describes motivation as a “referent for 
the innate human capacity to direct energy in the pursuit of a goal” (Wlodkowski, 2004, 
p. 409). In this study, 89% (25 of 28) of participants specified that experiencing dismissal 
from a four-year institution served as motivation. Moreover, those who discussed 
motivation, linked it to taking responsibility for their previous failure and wanting to do 
something about it, researching other higher education opportunities, prove people 
wrong, and support and push from family members and friends. Lori described her 
motivation:  
   That feeling has stayed with me, and I never want, I remember I used to go to 
the cafeteria and I would write in my journal, and I remember writing, "I have my 
clean slate and I'm going to start all over, and I don't care if it's taking however 
many steps back. I am going to start again, and nothing's going to stop me.  
 
Melo acknowledged his motivation once he was given his second chance, “Man, 
to right a wrong. Yeah, to right a wrong. I screwed-up at City Tech and I got a chance to 




Abe stressed the importance his family put on education, especially through a 
challenging time in his life: 
   My father stresses education. That's why no matter what, even though we're 
going through a deep financial curve right now, even with my mom passing away, 
the financial situation has gotten even worse ... My father has still done his best 
every day to provide for me to attend school, attend classes. He believes a degree 
is the only way to succeed. 
 
Bruce stated the importance of motivation in this way:  
   Just keep yourself motivated because without motivation, you're not going to 
get anywhere. It doesn't matter even if it is being kicked out of school, coming 
back to school, trying to find a job. You just have to basically stay motivated and 
do what you need to do. 
 
These narratives demonstrate the importance of motivation within revere transfer 
students. It has often led these students to learn to navigate opportunities and succeed at 
their second chance.  
Data analysis shows that 89% (25 of 28) of the participants reported renewed 
motivation (Appendix QQ). In particular, 43% (12 of 28) described wanting to “prove 
people wrong” about their failures. Then, 43% (12 of 28) said “they wanted to do 
something” about their failure. Next, 40% (11 of 28) noted they “researched higher 
education opportunities” upon being dismissed. While 64% (18 of 28) indicated that 
motivation was provided because of “support and push from family and/or friends.” Of 
note from this data set, was that 65% or more of those who indicated they wanted to 
“prove people wrong” and “researched other higher education opportunities” were 
female. Eighty-three percent of those in the subgroup–graduated and working–noted the 
support and push from family and friends. Forty-six percent of the participants (13 of 28) 
identified with two of the codes, a majority of which were in the subgroup enrolled in the 
community college.  
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In exploring interview verse critical incident responses, several trends were 
noticed. Interview response rates were higher for those enrolled at the community college 
in the following areas: “researched further higher education opportunities” (40% vs. 
24%), “proving people wrong” (53% vs. 28%), and “support and push from 
family/friends” (67% vs. 31%). Next, interview response rates for those who graduated 
and transferred demonstrate higher response rates in the following thoughts: “researched 
further higher education opportunities” (29% vs. 15%) and “support and push from 
family/friends” (43% vs. 30%). While, critical incident responses were higher for those 
who wanted to “prove people wrong” (44% vs. 14%). Lastly, interview response rates 
were higher for those graduated and working in the following areas: “researched further 
higher education opportunities” (50% vs. 10%), “proving people wrong” (50% vs. 40%), 
and “support and push from family/friends” (83% vs. 20%). Unique to the interviews, 
were responses associated with “taking responsibility and wanting to do something about 
it.” Responses were distributed across subgroup as follows: 40% were enrolled at the 
community college, 43% had graduated and transferred, and 50% had graduated and were 
working. 
Persistence. Persistence is another factor that emerged through this research. 
Wlodkowski, (2004) defined persistence as, “what influences adults to continue their 
involvement in coursework and programs” (p. 412). Ninety-three percent (26 of 28) of 
participants in this study noted their persistence to continue education after being 
dismissed. Specifically, participants described how they were able to continue, what 
factors led them to persist, and the supports in place for their persistence.  
Lori discussed her own persistence: 
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   I was trying to go to school, so I went to different programs, different two year 
programs, and I just wasn't ready. I kept, I would start it, and then drop off. Start, 
and drop off. Start, and drop off…I've also learned that I'm never going to settle 
and give up.  
 
Spencer noted how important perspective and failing were in his persistence toward 
higher education:  
   For me it's keep at it. That's more of an advice perspective. It's like keep 
working. If you fail, fine. Pick up again, keep working. You're going to make it to 
the end eventually… You say, "I have a solid background," even though you 
might have not done well academically, like your grades don't match up with your 
understanding perhaps, you do have a solid understanding…I can start again. I 
can be okay. I can do whatever. 
 
Andrea noted, “I am not perfect. Everybody goes through these challenges, but it's how 
you pick yourself up and how you kind of work towards progressing life, that's what 
really makes you.” Finally, Melo described how the second chance opportunity led to his 
persistence: “I persevere. I got a second chance to do it, without the opportunity, I 
wouldn't be able to do it.” These narratives describe how persistence has played a role in 
participants’ self-efficacy and the importance it has played in their success at the 
community college.  
Further examination of the persistence data showed that 93% percent of the 
participants (26 of 28) indicated components of the sub-theme persistence (Appendix 
RR). Moreover, 50% (14 of 28) of the respondents noted that “failure would not define 
them or stop them” from progressing in life. Forty-six percent (13 of 28) said they would 
work through this set back. Thirty-six percent (10 of 28) said “this is not the end” of their 
college journey. In the disaggregation of data, those who identified with the subgroup–
graduated and working–had the highest response frequency when describing that “failure 
would define/stop them” (67%) and “this is not the end.” 
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When examining interview responses verse critical incident responses, there was 
an overall higher interview response rate for all areas associated with persistence. 
Moreover, for those enrolled at the community college responded as follows: “failure will 
not define/stop me” (40% vs. 18%), “this is not the end” (33% vs. 21%), and “work 
through this set back” (40% vs. 21%). Next, for those who graduated and transferred, the 
distribution was the following: “failure will not define/stop me” (57% vs. 41%) and 
“work through this set back” (57% vs. 30%). There was a slightly higher response rate 
for critical incident responses around the thought of “this is not the end” (19% vs. 14%). 
Finally, for those who graduated and were working, higher interview distribution rates 
were distributed as the following: “failure will not define/stop me” (67% vs. 30%), “this 
is not the end” (67% vs. 10%), and “work through this set back” (50% vs. 30%). 
Self-assessment. Twenty-seven participants (96%) indicated a form of self-
assessment as part of their reflection and learning. Oksana described her reflective 
process in this way: “Okay, hey, you can own up to your problems. Don't sit there and 
stew in it. Fix it. Fix whatever you got to fix. It gave me that ability to hold myself 
accountable and essentially fix what I just screwed up.”  
Merle eloquently discussed his self-assessment:  
   There was no support from anybody at all. Maybe that's why I had this self-
realization that because everything was turned inwards, then it would be logical to 
assume that everything would start inwards. This discovery about yourself and the 
way you think about yourself after you don't have any input from anyone else 
because people can tell you a lot of things, but people can't tell you the truth about 
yourself. People have opinions of you. People can say you're bright. People can 
say you're dumb, but at the end of the day, whether you're bright or dumb really 
doesn't matter unless you realize it yourself. Whether you realize that ... Smart 
and dumb aren't such concrete things. You're not smart. You're not dumb. You're 
you. This realization that just because you failed doesn't mean you can't succeed, 
and just because you succeed doesn't mean you can't fail again. You start thinking 
about yourself as your own, a balancing pole. Honestly, you have support, but at 
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the end of the day, it boils down to what you do. What you do will determine 
what happens. 
  
During participants’ self-assessment, many described discoveries they had about 
themselves. Lori also articulated her thought process and self-assessment:  
   I became just really, just disillusioned by the whole process. I really wasn't 
focused on the outcome, the work for the outcome, because it seemed so 
intangible to me…I discovered that I probably have attention deficit disorder, and 
that I need to manage my thinking and my level of focus and follow through 
differently because that was a pattern, and I think that's also one of the reasons I 
didn't successfully complete anything, because I had so many things and didn't 
really understand my own mind. I think trying to get your own personal inventory 
of who you are, I've learned that. 
 
Merle discussed thinking about his future through his own assessment. He states:  
   I really thought to myself and said is this what you want to do for the rest of 
your life? If not, you better get yourself together and do something with your life 
because if you don't, this is reality. Reality doesn't wait for you. At the end of this 
whole journey, at the end of the day, I really just thought about what do I want my 
future to be? What do I want in my future? If it's not what I currently think it is, 
then I should be doing something to change it.  
 
Appendix SS displays the study participants’ responses. Notably, 96% percent of 
participants (27 of 28) indicated various forms of self-assessment. Further coding shows 
that 64% (18 of 28) indicated that they did “soul searching and/or understanding what 
was their meaning.” Similarly, 64% (18 of 28) indicated that they knew that they “needed 
help and/or assistance” in order to succeed. Thirty-nine percent (11 of 28) evaluated 
“what were my goals.” Lastly, 43% (12 of 28) were found to assess what their “strengths 
and weaknesses” were. In the disaggregation of data, those who identified with the 
subgroup–graduated and transferred–discussed soul searching and finding looking for 
their meaning at the highest rates (71%). Similarly, those within the subgroup–enrolled in 




When exploring interview response rates verse critical incident response rates, 
demonstrated an overall higher interview response rate. Specifically, for those enrolled at 
the community college, higher interview response rates were in the following: “I need 
help/assistance” (73% vs. 18%), “soul searching/ what is my meaning” (60% vs. 20%), 
and “what are my strengths and weaknesses (47% vs. 16%). Next, interview response 
rates were higher in the subgroup–graduated and transferred. They were distributed in the 
following: “I need help/assistance” (57% vs. 26%) and “soul searching/ what is my 
meaning” (71% vs. 37%). However, higher critical incident responses were noted for 
responding “what are my strengths and weaknesses” (33% vs. 29%). Lastly, higher 
interview response rates were noted for those graduated and working in the following 
areas: “I need help/assistance” (50% vs. 40%), “soul searching/ what is my meaning” 
(67% vs. 20%), and “what are my strengths and weaknesses” (50% vs. 30%). Distinctive 
to the interview, was the response of “what are my goals”. The responses were distributed 
across subgroups in the following way: 33% were enrolled at the community college, 
29% had graduated and transferred, and 67% had graduated and were working. 
 
 




Reverse transfer students describe their active participation, social/cultural 
experiences and buy-in at the community as experiences and learning needed for success. 
In particular, participants described their active participation in college, the social and 
cultural experiences within the college, and how they bought into their second chance at 
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higher education. Table 17 exhibits participants’ demographics, identified subgroup, and 
their aligned responses.  
 
 
Active Participation  
Adult education describes participation as “what causes adults to undertake 
learning projects, courses, and programs” (Wlodkowski, 2004, p.412). Findings show that 
active participation has contributed to the learning process of reverse transfer students. 
Moreover, active participation includes involvement in various campus activities, 
problem solving, and being vulnerable.  
Involvement. Participants reported involvement as key to their learning in the 
community college setting. Eighty-two percent (23 of 28) of participants specified their 
involvement in campus programs (Honors or the New Start Program), participation in 
class, and/or networking with faculty and/or staff as critical to their learning and success 
in their second chance opportunity. Specific responses are displayed in Appendix TT. 
The following provides participants’ perspectives on how involvement provided 
experiences for learning. Melo described how being involved with the basketball team 
helped structure his days:  
   I think about 100% of the athletes will attest to this… once the season's going 
full throttle, it's a lifestyle. Everything's structured. Class in the morning, practice 
at night, make sure you get your work done because if you don't, you're not going 
to play. Everything's structured for you, you have people who are constantly 
behind you, "Did you do work? I'm going to get these progress reports. Make sure 
you get these done."  
 
Involvement in the New Start program was integral for many of these reverse transfer 
students’ second chance at higher education. Merle mentioned the importance of being 
associated with the New Start program:  
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   Thank God, I found the New Start. Thank God, I found the Honors program. 
You really evaluate it in different light afterwards, after being dismissed, after 
having all these doors shut in your face that you really discover that being a 
student is quite a privilege actually.  
 
Similarly, Tara highlighted her experiences with the New Start program:  
   The opportunity, and also the fact that they don't make you feel like you're a 
failure. If anything, it says a lot about the individual that's in New Start. It shows 
that we're not giving up. It shows that we're resilient. It shows that we're strong. It 
shows that we're determined. We didn't fail. We just had a setback, and now we're 
ready to push forward and we're ready to shine. I think I'm shining.  
 
Finally, Bruce reflected on New Start, “it gives people hope and a second chance 
of life…The New Start Program I would definitely say gave me the opportunity 
that I needed.” As previously noted, 96% of participants were part of the New 
Start program. Involvement in various activities in and out of the classroom 
cultivated the learning and experiences for these reverse transfer students to 
succeed at the community college.  
Data analysis of involvement codes showed that 57% of participants (16 of 28) 
described they “participated in campus programs and/or activities.” Fifty-seven percent 
(16 of 28) were coded as “participating in class, class projects, and assignments.” Lastly, 
46% (13 of 28) of the participants indicated that they “networked with faculty and/or 
staff.” In examining the subgroups, those in the subgroup – graduated and transferred – 
identified highest with “participating in campus programs” (71%) and “participating in 
class” (86%). Specific to this data, 36% of the participants (10 of 28) reported with two 
or more of the codes. More specifically, all those who identified with two or more 
graduated.  
When examining interview responses rates verse critical incident response rates, 
there were certain trends demonstrated. Specifically, those who were interviewed and 
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enrolled in the community college responded at a higher rate with “networking with 
faculty, staff, and others” (47% vs. 28%). Conversely, critical incident responses were 
higher for those enrolled at the community college in the following areas: “participation 
in campus programs” (59% vs. 47%) and “participation in class” (35% vs. 33%). For 
those who graduated and transferred, there was a higher interview response rate across 
the following: “participated in campus programs” (71% vs. 59%), “participation in class” 
(86% vs. 26%), and “networking with faculty, staff, and others” (43% vs. 30%). Finally, 
interview response rates were higher for those who graduated and were working in the 
following areas: “participated in campus programs” (67% vs. 60%) and “participation in 
class” (83% vs. 60%). The responses for those who responded with “networking with 
faculty, staff, and others” were evenly distributed across interview participants (50%) and 
critical incident respondents (50%). 
Problem solving. Knowles (1970) made the assumption that adults approach 
learning as problem solving. Findings showed that 25 of the participants (89%) described 
how their problem-solving skills were an important part of their learning/success at the 
community college. These responses are displayed in Appendix UU. Merle described 
how the reverse transfer journey provided opportunity for reflection and discovery:  
At the end of the day, I think it's a balance between knowing that you can do it 
and not doing it because you think it's beneath you…However, at the same time, 
you owe it to yourself and to your professors to do the work, no matter how 
menial you think it is…this discovery was part of everything that really led me to 
Columbia now.  
 
Working through problems, whether it be personal, coursework, or co-curricular 
activities, is an important component to the learning process.  
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Analyzing the problem-solving codes showed 53% of the participants (15 of 28) 
indicated the “ability to determine the right opportunities for themselves” in order to 
succeed or be successful. Fifty-seven percent (16 of 28) were coded as having the “ability 
to take advantage of opportunities provided by faculty and/or staff.” Forty-six percent (13 
of 28) “realized when poor habits returned and stopped those habits.” Finally, 61% (17 of 
28) were able to recognize “events or activities that would benefit” at the community 
college. As the data was disaggregated, there were high response rates within the 
subgroup – graduated and working, specifically describing the “ability to determine the 
right opportunity for themselves” (67%), “realizing when poor habits return and stop 
those habits” (67%), and “recognizing events and activities that would benefit them” 
(67%). Seventy-nine percent of the participants (22 of 28) reported with two or 
more concepts associated with problem solving which were evenly distributed across 
subgroups.  
When exploring the response variations amongst interview responses and critical 
incident responses, there were several differences. For those enrolled at the community 
college, there were higher interview response rates in the following areas: “ability to 
determine the right opportunities for themselves” (53% vs. 34%) and “ability to take 
advantage of opportunities provided by faculty/staff” (67% vs. 40%). Similarly, there was 
a higher interview response rate for those who graduated and transferred for the 
following: “ability to determine the right opportunities for themselves” (43% vs. 33%) 
and “ability to take advantage of opportunities provided by faculty/staff” (67% vs. 44%). 




















































observed at a higher rate for the following: “ability to determine the right opportunities 
for themselves” (70% vs. 67%) and “ability to take advantage of opportunities provided 
by faculty/staff” (50% vs. 33%). Distinctive to the interviews, participants responded 
with “realizing when poor habitats return and stopping them” through the following 
distribution across subgroups: 47% were enrolled at the community college, 67% had 
graduated and transferred, and 67% had graduated and were working. Next, interview 
participants also responded with “recognizing events or activities that would benefit 
them” through the following distribution amongst the subgroups: 47% were enrolled at 
the community college, 86% had graduated and transferred, and 67% had graduated and 
were working. 
Vulnerability. As we look at the learning process, findings show participants 
have a certain vulnerability in this process. Twenty-four participants (86%) described 
their vulnerability and allowing themselves to ask for help, being open to advice and 
suggestions, and searching for resources (Appendix VV). Brienne says, “Don't be afraid 
to ask for help. Please, don't be afraid to ask for help.” Melo discuss vulnerability: “A lot 
of people don't say what they want to say because they afraid of rejection, they afraid this 
person might not accept me. That's a big key for people to open-up.” Oksana goes on to 
describe her vulnerability: 
   Humility. It's okay to say, hey, I'm struggling. Embracing vulnerability. …it  
was the first time in my life I had embraced vulnerability. That to me, is where 
true personal growth is…It was the acceptance, you know? It was humiliation… 
It offered me so much growth in terms of just putting ego to the side, putting the 
pride to the side, and just embracing life for what it is and embracing reality. 




Sasha discussed her openness and vulnerability during her transition to Kingsborough: “I 
was having some panic attacks at first. I don't know what really triggered them. Maybe it 
was the transition or something and I decided to go to counseling the following semester 
and it really helped me break in to school a little bit more.” Vulnerability has played a 
role in participants’ learning process and has contributed to their active participation and 
overall success.  
Data analysis of vulnerability sub-themes indicate that 61% of the participants (17 
of 28) reported that they “asked professors or staff for help.” Fifty-four percent (15 of 28) 
of participants noted that they “looked and received college resources.” Forty percent of 
interviewees (11 of 28) indicated they “sought opportunities to give back to their 
communities and/or college.” Finally, 40% of the participants (11 of 28) indicated that 
they allowed themselves to be immersed in college experiences. Prominent in this data 
set, 73% (8 of 11) of those that were coded for “opportunities to give back to their 
communities and/or college” and “allowed themselves to be immersed in the college 
experience” were female. 
In comparing response difference between interview responses and critical 
incident responses, several variations were noticed. For those who were enrolled at the 
community college, there were higher interview rates amongst the following: “asking 
professors/staff for help” (73% vs. 46%), “looking for resources” (53% vs. 47%), 
“seeking opportunities to give back given second chance” (47% vs. 41%), and “allowing 
themselves to be immersed in the college experience” (40% vs. 34%). For those who 
graduated and transferred, higher interview response rates were seen for “asking 
professors/staff for help” (71% vs. 44%). However, critical incident response rates were 
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higher in the areas of “seeking opportunities to give back given second chance” (44% vs. 
43%) and “allowing themselves to be immersed in the college experience” (41% vs. 
33%). Lastly, critical incident response rates were higher for those who graduated and 
were working and responded with “asking professors/staff for help” (60% vs. 17%) and 
“seeking opportunities to give back given second chance (30% vs. 17%). On the other 
hand, interview responses were higher for those who responded “looking for resources” 
(67% vs. 20%) and “allowing themselves to be immersed in the college experience” 
(50% vs. 40%). 
 
Buy-In 
Another important aspect of enabling success at the community college was 
reverse transfer student buy-in. Ninety-six percent of the participants (27 of 28) described 
buying into their second chance experience through decision making and focus.  
Decision making. Eight-two percent of the participants discussed how their 
decision making enabled their success at the community college (Appendix WW). 
Participants described balance of personal life and school, the ability to prioritize, not 
making the same mistakes, and being honest with themselves. Dawn discussed how her 
mother’s experience served as motivation in deciding to continue her education:  
   It was just one of those things where I felt like I couldn't do anything without 
having an education. My late mother...she went back to school after her and my 
dad divorced. She managed to get it done with two kids. She graduated from 
LaGuardia. I was like, "If she can do this at pretty much ..." The age that she did it 
was the age that I'm at now, which is 34. I figured, if she can do it then, I can go 
ahead and do it myself.  
 
Analysis of the four areas associated with this sub-theme are described below.  
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Thirty-six percent of the participants (10 of 28) indicated they had “the ability to 
prioritize” school and assignments. Thirty-nine percent of participants (11 of 28) replied 
that they “would not make the same mistakes” that had in pervious college experiences. 
Next, 32% (9 of 28) described “balancing their personal lives and school.” Finally, 36% 
(10 of 28) said they “had to be honest with themselves” when it came to expectations and 
schools. Fifty-four percent (15 of 28) associated with two or more codes related with 
decision making. In examining the subgroups, the highest frequency for those who 
“asked professors/staff for help” were those enrolled at the community college (73%) and 
those who graduated and transferred (71%). Sixty-seven percent of those who graduated 
and are working, noted “looking for resources.”  
When exploring the variations amongst interview and critical incident responses, 
several patterns were seen. Overall, a higher interview response rate was seen across all 
areas. Specifically, for those who were enrolled at the community college, higher 
interview rates were observed in responses such as: “ability to prioritize” (40% vs. 18%) 
and “not make the same mistakes” (33% vs. 28%). Next, for those who graduated and 
transferred, interview response rates were higher with responses like, “ability to 
prioritize” (29% vs. 19%) and “not make the same mistakes” (43% vs. 22%). Finally, 
interview response rates were higher for those who graduated and were working in the 
following areas: ability to prioritize (33% vs. 30%) and “not make the same mistakes” 
(50% vs. 40%). Unique to the interview, were responses such as “balancing life and 
school” and “being honest with themselves.” Responses to “balancing life and school” 
were distributed across the subgroups in the following: 27% were enrolled at the 
community college, 14% had graduated and transferred, and 67% had graduated and were 
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working. Replies to “being honest with themselves” was dispersed across the subgroups 
as follows: 20% were enrolled at the community college, 57% had graduated and 
transferred, and 50% had graduated and were working. 
Focus. Focus also emerged as a sub-theme that enabled reverse transfer student 
success. Seventy-nine percent of the participants (22 of 28) described putting in the work 
to finish college, taking college more seriously, putting their mind into it, being more 
disciplined, and accomplishing a goal. Lori reflected on her focus to obtain her degree:  
   I can't sit with just being complacent and just living life…ultimately life is life, 
but I'd rather be in the life of progress and process than just being. I love that. I 
remember, even when I was just, when everything was really dark and bleak, 
there was an excitement of, "Well, I don't have my degree yet, but it's exciting to 
know that I can still get it and really create a different outcome for myself if I put 
in the work and was action oriented. 
 
Additionally, Enrika considered the importance of discipline: 
   It was my study habits. It was my social skills. I didn't connect. I say it's an 
environment, but [it] felt like I connected with the students or I had a lot of 
friends, it probably wouldn't be the same outcome. It was me not being 
disciplined, laziness. 
 
Coding revealed the following results. Fifty percent of the participants (14 of 28) 
indicated that they “put in the work to get good grades”. Forty percent of the interviewees 
(11 of 28) said they were “more disciplined” at the community college. Next, 40% (11 of 
28) spoke of “accomplishing a goal I set out for.” Approximately, 40% (11 of 28) said 
they “took care of things to finish college.” Finally, 43% (12 of 28) indicated they “put 
their mind into it.” Of note, 60% of the participants who spoke of “putting in work to get 
grades,” “accomplishing a goal I originally set out for,” and “taking college more 
seriously” were male. Seventy-nine percent (22 of 28) associated with two or more codes 
associated with focus. When exploring the subgroup data, 83% of those within the 
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subgroup–graduated and transferred–described “putting in the work to get the grades.” 
While 67% of those who graduated and were working said they were “more disciplined.”  
When comparing the differences in interview and critical incident responses, 
some patterns developed. Higher interview response rates were observed for those 
enrolled at the community college through the following areas: “put in the work to get 
good grades” (47% vs. 25%), “be more disciplined” (33% vs. 21%), and “accomplish a 
goal I originally set out for” (40% vs. 10%). For those who graduated and transferred, 
higher interview response rates were observed in “putting in the work to get good grades” 
(83% vs. 30%) and “accomplishing a goal I originally set out for” (43% vs. 22%). 
However, critical incident responses had a higher rate in the response “being more 
disciplined” (33% vs. 29%). Lastly, for those who graduated and were working, there 
were higher interview rates for the following: “put in the work to get good grades” (33% 
vs. 30%), “be more disciplined” (67% vs. 20%), and “accomplish a goal I originally set 
out for” (33% vs. 20%). Several responses materialized across subgroups that were 
distinctive to the interviews. The response “took care of things to finish college” was 
distributed across the subgroups in the following: 47% were enrolled at the community 
college, 43% had graduated and transferred, and 50% had graduated and were working. 
Next, the response “took college more seriously” appeared across subgroups in the 
following manner: 33% were enrolled at the community college, 14% had graduated and 
transferred, and 50% had graduated and were working. The response “put my mind into 
it” was distributed across subgroups in the following: 40% were enrolled at the 





 Reverse transfer students also describe social and cultural experiences that permit 
success at the community college. Participants discuss the college environment and its’ 
various opportunities as key components of success. These areas are further explored in 
the following section.  
Environment. The community college environment also presented social and 
cultural experiences that enabled student success. Eighty-three percent of the participants 
discussed the supportive faculty, welcoming campus space, diversity of students, faculty, 
and staff, institution commitment to students, and flexibility of courses and schedule 
(Appendix YY). Sasha discussed the diversity and supportive environment, “I really liked 
it there and the student body was very cultured. The professors were great and very 
helpful. It applied more life experience to me and I really enjoyed the different activities 
there were on campus.” Rosita concluded, “the thing that I really loved about this school 
is they took the time to make me feel important. They took the time to make sure that I 
understood”. She goes onto to say how the environment impacted her success, “I would 
basically say the environment because yes I had it within me, but it took the environment 
for it to unlock that potential.” 
Coding revealed that 54% of the participants (15 of 28) indicated the “supportive 
faculty and staff” as catalysts for the experiences and learning needed to be successful. 
Similarly, 54% (15 of 28) noted the “welcoming campus space” at the community 
college. Next, 36% (10 of 28) discussed the institution’s “commitment to students.” 
Forty-six percent (13 of 28) described the college’s “various views of what success is.” 
Finally, 61% (17 of 28) acknowledged the college’s “flexibility of schedule and variety 
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of classes.” Sixty percent or more of the participants who identified with codes 
“supportive faculty,” “commitment to students,” and “various of views of success” were 
female. Furthermore, 79% of the participants (22 of 26) identified with two or more of 
the codes. Finally, 71% of those who identified with the subgroup - graduated and 
working–described the “supportive faculty” and the “varying views of success” (67%).  
When exploring the variations in interview and critical responses, several 
observations were made. Overall, there was a higher interview response rate in several 
areas. For those enrolled at the community college, higher interview rates appeared in the 
following responses: “supportive faculty and staff” (47% vs. 30%), “welcoming campus” 
(53% vs. 25%), and the “institutions commitment to students” (40% vs. 14%). For those 
who graduated and transferred, higher interview rates developed for “welcoming 
campus” (57% vs. 26%). On the other hand, higher critical incident responses were found 
in the responses “supportive faculty” (44% vs. 43%) and “institutions commitment to 
students” (41% vs. 14%). Finally, for those who graduated and were working, higher 
interview response rates were observed in the following areas: “supportive faculty and 
staff” (71% vs. 60%), “welcoming campus” (50% vs. 40%), and the “institutions 
commitment to students” (50% vs. 20%). There were several responses that emerged 
through the interviews. The response “various views of success” was observed across 
subgroups as follows: 33% were enrolled at the community college, 57% had graduated 
and transferred, 67% had graduated and were working. Similarly, the response 
“flexibility of schedule/variety of classes” was distributed across subgroups as follows: 
67% were enrolled at the community college, 57% had graduated and transferred, and 
50% had graduated and were working. 
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Opportunity. Similarly, 83% percent of the participants described the various 
community college opportunities as crucial in their success (Appendix ZZ). Opportunities 
such as honors courses, leading class projects, internship and employment opportunities, 
and the culture of a second chance at higher education were coded from participants’ 
interviews. The opportunity to be accepted with previous failure was particularly 
impactful. Lori offers her insights on the opportunity the New Start program provided on 
success:  
   As long as you identify your own personal success, it doesn't have to be 
something grand because it could be grand for you and your family, and that 
might just be finishing Kingsborough, and that's great, but I do think that 
Kingsborough and the New Start [program] offers this opening to a different view 
of success. 
 
Sasha discussed how career services helped her attain an internship opportunity, “I 
applied for an internship and I got the internship and they helped me write the cover letter 
and all that stuff. The coordinator was very helpful…my internship was awesome. It was 
a Music Marketing internship.” She goes on to discuss a scholarship she also received: “I 
applied for some scholarships which also helped… I got a Richmond County scholarship 
which helped me [a lot]. It helped pay for books and transportation.” 
Data analysis indicated 40% of the participants (11 of 28) “took honors courses”, 
50% (14 of 28) were “selected by faculty and/or staff for various internships, programs, 
etc.”, 57% (16 of 28) saw the community college as a “chance for a new beginning at 
higher education”, 43% (12 of 28) discussed the “chance to lead groups or other students 
in class projects or activities”, and 32% (9 of 28) realized “the importance of the second 
chance at higher education.” Sixty- seven percent of those who identified within the 
subgroup–graduated and working–discussed being “selected by faculty for internships, 
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etc.” Additionally, 67% of those who discussed “leading groups or other in class, 
projects” were in the subgroup–graduated and working. Eighty-two percent of the 
participants (23 of 28) indicated two or more of the codes.   
Several patterns were noticed when examining interview and critical incident 
responses. For those enrolled at the community college, higher interview response rates 
we seen in the following responses: “took honors courses” (53% vs. 17%), “selected by 
faculty/staff for various internships, programs, etc.” (40% vs. 20%), and a “chance for a 
new beginning at higher education” (53% vs. 25%). For those graduated and transferred, 
higher interview rates were observed in the following responses: “selected by 
faculty/staff for various internships, programs, etc.” (57% vs. 41%) and a “chance for a 
new beginning at higher education” (33% vs. 22%). However, a slightly higher critical 
incident responses were seen for the responses “took honors courses” (15% vs. 14%). 
Lastly, for those who graduated and were working, higher interview response rates were 
found in the following responses: “took honors courses” (33% vs. 20%), “selected by 
faculty/staff for various internships, programs, etc.” (67% vs. 0%), and a “chance for a 
new beginning at higher education” (50% vs. 30%). There were also several responses 
that were unique to the interviews. Participants described “chance to lead group or other 
students in class, projects” across the subgroups as follows: 33% were enrolled at 
community college, 43% had graduated and transferred, and 67% had graduated and were 
working. Next, interview participants “realized the importance of the second chance 
opportunity” were also observed across the subgroups as follows: 33% were enrolled at 









Reverse transfer students discussed learning to navigate opportunities through 
knowledge attainment, enhancing their skills, and their learning process. Moreover, 
participants identified with several sub-themes and responses to provide context to these 




Ninety-six percent of participants reported knowledge as a key component in 
learning to navigate opportunities and succeed in the community college. In particular, 
participants identified contextual knowledge and their previous knowledge of college 
experiences. These areas are highlighted in the following section. 
Contextual knowledge. Contextual knowledge refers to knowledge in context, 
specifically noting the knowledge learned in the community college environment, 
classroom, activities, etc. Twenty-four participants (86%) discussed the importance of 
contextual knowledge (Appendix AAA). Nikki described how she learned about the 
various resources at the community college:  
   Another thing that I realized is I wasn't utilizing my resources in those other 
schools. If I needed help I wasn't going to tutoring, I wasn't going to this. That's 
something else they brought up in the orientation. Utilizing your resources. We 
know that there's stuff available, but it's just like we don't reach out enough. 
 
Max discussed how networking and making connections afforded him 
opportunities that he would have not known about: 
   Me also being more proactive and willing to do the work unlike before. Then 
amazing access to the network there…who connected me to the Honor Scholars 
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Program. From there I got connected to different student activities, but even then, 
connected me to other different programs like student government, and then there 
were some other programs like study abroad opportunities, and then other projects 
like the United Nations Model, the United Model Nations. I forgot what's it called 
exactly, but so many different things spun out of me being connected, or going to 
that teacher at Kingsborough, to connect myself in some other way. 
 
Delving into the sub-theme data, participants identified with two codes. Sixty-one 
percent (17 of 28) specified “failing is OK,” with 65% (11 of 17) currently enrolled at the 
community college and 72% (13 of 17) indicated that they took a break before attending 
the community college. Next, 57% of the participants (16 of 28) noted the importance of 
“knowing my own limitations.” Specifically, 63% (10 of 16), of those who identified 
with this code, were female and 75% (12 of 16) were 25 years-old or older.  
There were several observations when exploring interview and critical incident 
responses. There was a higher interview response rate for the response “failing is OK” 
amongst those enrolled at the community college (73% vs 56%) and those who graduated 
and transferred (71% vs. 52%). However, critical incident responses were higher for 
those who graduated and were working (50% vs. 17%). Distributions across subgroups 
were as follows: 60% were enrolled at the community college, 29% had graduated and 
transferred, and 83% had graduated and were working. 
Previous knowledge of college. Previous knowledge of college also plays a role 
in the knowledge and skill development of these learners. While contextual knowledge 
underscores the knowing the context of community college, previous knowledge of 
college builds upon the contextual knowledge base through experiences. Eighty-nine 
percent (25 of 28) of participants assert that their previous knowledge of college aided in 
their navigation and learning at the community college (Appendix BBB). Glen discussed 
a traumatizing experience at his previous four-year institution:  
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   I remember one time, it was one professor…she taught that class was like 
American History…and I submit my first paper, like essay paper. I submit it and 
she gave me back and she wrote, “ESL student,” next to my name. That means... I 
don't have an English name, so she wrote like ESL student, so that means like you 
know ... That hurt me a lot.  
 
Glen’s previous college experience could serve as motivation to do better or as a 
hindrance in reverse transfer students’ learning. Enrika described thinking about her 
previous college experiences and falling back into the same patterns:  
   I love school. I always knew I wanted to go back to school, but I didn't want to 
make the same mistake. I was trying to identify what happened and how do I not 
let it happen in Kingsborough? For the first semester, honestly, it happened again. 
After that, it was just really calling on people to help. 
 
Daryl said he was motivated to not make the same mistakes as he did at his previous 
institution:  
   I tried to not make the same mistakes [that I made] at York. I tried to dial in, in 
the classes. I asked professors if I could get help, like tutoring and all this other 
stuff. They helped me out, especially my English 12 teacher. She helped me out 
the most. It's [a] comfortable atmosphere here. 
 
Diving deeper into the data show the participants identification with the 
associated codes. Fifty-seven percent of the participants (16 of 28) indicated they 
“thought about their prior college experiences.” Of those that identified with this code, 
69% were 25 years-old or older and 69% identified with taking a break before enrolling 
at the community college. Another identified code was “knowing the importance of 
asking for help.” Sixty-four percent (18 of 28) associated with this code. Specifically, 
64% (12 of 18) were 25 years-old or older and 56% (10 of 18) were currently enrolled at 
the community college.  
Several patterns developed when examining interview and critical incident 
responses. Overall, interview responses rates were higher across all responses. More 
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specifically, for those enrolled at the community college, higher interview response rates 
were observed in the following responses: “thinking about their prior college 
experiences” (67% vs. 25%) and “knowing the importance of asking for help” (67% vs. 
17%). Likewise, for those who graduated and transferred, higher interview response rates 
were seen in the following responses: “thinking about their prior college experiences” 
(43% vs. 33%) and “knowing the importance of asking for help” (71% vs. 7%). Lastly, 
for those who graduated and were working, higher interview response rates were 
observed in the following responses: “thinking about their prior college experiences” 
(50% vs. 30%) and “knowing the importance of asking for help” (50% vs. 20%). 
 
Learning Process 
Participants reported learning from previous experiences, as noted in Boud, 
Keogh, and Walker’s (1996) learning from experience model, and the importance of 
belonging as part of the experiences and learning needed to enable them to succeed at the 
community college. Specifically, participants discussed how their reflective process and 
sense of belonging served as a catalyst to their success.  
Reflection-on-action. Boud et al. (1996) noted that “reflection is a form of 
response of the learner to experience” (p. 32). Their model of experiential learning has 
two main components: an experience and the subsequent reflective activity. Boud et al. 
(1996) describe reflection as “an important human activity in which people recapture 
their experience, think about it, mull it over and evaluate it. The capacity to reflect is 
developed to different stages in different people and it may be this ability which 
characterizes those who learn effectively from experience” (p. 33). Eighty-two percent of 
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the participants reported reflecting on their previous actions. Melo thought back to how 
he has learned to navigate success through failure: 
   The maturity bit. I was a bit more mature having gone through four to five years 
of four-year college, know what it's like having failed, and then being given a 
chance. I had the courage to get up and try to learn from it and do something 
about it and change it…You're going to fail. You're probably going to fail a lot, 
but it's in those moments when you do fail that you learn from your experience 
and pick yourself up and then keep moving forward. Life is risk. As long as you 
learn from the risk, then hopefully you'll continue and you'll be better off in the 
next stage of your life.  
 
Participants reported having the confidence in themselves with education and needing to 
participate more in their educational process.   
As noted, 82% of the participants identified codes with reflection-on-action 
(Appendix CCC). Further data analysis show, 61% (17 of 28) replied that “they had 
confidence in themselves with education.” Of those identified with this code, 65% (11 of 
17) were male, 65% (11 of 17) were currently enrolled at the community college, 71% 
(12 of 17) were 25 or older, and 59% (10 of 17) indicated they took a break before 
enrolling at the community college. Next, 61% (17 of 28) were coded as “needing to 
participate more in my educational process.” Of those who identified with this code, 76% 
(13 of 16) were 25 or older. 
There were some observations when comparing interview and critical incident 
responses. There was a higher interview response frequency for the response “having 
confidence in myself with education” across the subgroups (enrolled at the community 




















































working–83% vs. 50%). There was also a unique reply in the interview responses. 
Participants responded with “needing to participate more in their educational process” 
across the subgroups (60% were enrolled at the community college, 57% had graduated 
and transferred, and 67% had graduated and were working). 
Sense of belonging. Strayhorn (2012) defined sense of belonging as,  
a basic human need and motivation, sufficient to influence behavior. In terms of 
college, sense of belonging refers to students perceived social support on campus, 
a feeling or sensation of connectedness, the experience of mattering or feeling 
cared about, accepted, respected, valued by, and importance to the group (e.g., 
campus community) or others on campus (e.g., faculty, peers). It’s a cognitive 
evaluation that typically leads to an effective response or behavior. (p. 3)  
  
Specifically, findings indicate that 25 participants (89%) stated that a sense of belonging 
at the community college allowed them to learn to navigate opportunities at the 
community college. Carol summarized the importance of her sense of belonging: 
   The truth is, which we all have it in us, is that we need a support. Success comes 
with support. You need really someone to be in your corner and to hang around 
with people who share your goals and want success for you. We just have that 
desire in us to be successful, but sometime we need people to pull it out of us. If 
you're in the right surroundings, it will happen, because the thing, like a baby 
when you fall, the thing is to get up, to always get up. There's always a silver 
lining. I want to tell you…there's always a silver lining.  
 
Connectedness and mattering or feeling cared about emerged within sense of belonging.  
Several codes were associated with sense of belonging (Appendix DDD). 
Analysis showed that 71% of the participants (20 of 28) were coded as “feeling 
connected to faculty, staff, and/or the college,” with 55% (11 of 20) female, 65% (15 of 
20) were currently enrolled at the community college, and 60% (12 of 20) identified as 
taking a break before attending the community college. Second, 79% (22 of 28) indicated 
they “felt like I mattered” at the community college. Of those that were coded, 55% (12 
of 22) were male and 77% (17 of 22) were 25 or older. Finally, 46% (13 of 28) of 
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participants noted they “contributed to my education,” with 62% (8 of 13) being female. 
Sixty-one percent (17 of 28) of those who were coded as sense of belonging identified 
with two codes, 65% (11 of 17) were female.  
There were several variations when examining interview and critical incident 
responses. Overall, interview participants responded at higher rates across the following 
responses: “feeling connected to faculty, staff, and/or the college” (enrolled at the 
community college – 87% vs. 34%, graduated and transferred – 57% vs. 37%, and 
graduated and working – 50% vs. 20%) and “feeling that I mattered” (enrolled at the 
community college – 73% vs. 17%, graduated and transferred – 86% vs. 22%, and 
graduated and working – 83% vs. 30%). Interview participants also described feeling like 
“they contributed to their education” across the subgroups as follows: 47% were enrolled 
at the community college, 29% had graduated and transferred, and 46% had graduated 
and were working. 
 Connectedness. Feeling connected to the community college, including their 
various programs, or others in the institution, was critical. Findings illustrate that 
participants described the importance of feeling connected to the institution, program, or 
others. Enrika highlighted her success by pointing out that, “It was the coursework and it 
was just knowing that my faculty cared a little bit more than me as a student.” She goes 
on to say:  
   I think the community. For me, I found a connection at Kingsborough, and I 
appreciated the diversity. I appreciated the open-door policy that they have with 
the students. There were so many different activities, so many things that you 
could get involved in. I never had that feeling of I was outside ... It was just a 





Lori offered her insights on the connectedness to Kingsborough and the New Start 
program:  
   As long as you identify your own personal success, it doesn't have to be 
something grand because it could be grand for you and your family, and that 
might just be finishing Kingsborough, and that's great, but I do think that 
Kingsborough and the New Start offers this opening to a different view of 
success. 
 
Similarly, Rosita explained her connectedness: 
   The classes, at first wasn't all that small but each of our professors, they really 
made that connection. Where I felt the disconnect at City Tech, I felt like 
welcomed here. I felt like, "Okay, they really want to teach me. They really want 
to spend time here." Right now, I'm doing great. I'm top in my class. I sit in the 
front of class all the time. The professors know me. I know my professors. We 
communicate. I feel great power. 
 
Daryl noted his connectedness with his classmates: 
   I didn't know I was a people person…That helped me a lot…If there was a topic 
I didn't know, I would go and ask my friends if they know how to do this. They 
will tell me, and I will learn from that. It goes vice versa. If they need help, I help 
them. 
 
Finally, Bruce said, “every time that I dealt with someone at the New Start Program, 
everybody in that department has something about them that they show you although 
you're in this rut, you still can be someone.” 
 Mattering or feeling cared about. Mattering or feeling cared about was key to 
students’ sense of belonging at Kingsborough. Participants discussed how feeling cared 
about or mattering was integral to feeling like they belonged at Kingsborough. Melo 
noted, “Man, it's all about the motivation. If you know what you want and your 
surrounded by people that want you to succeed. It's a lot easier. It's not easy, but it's a lot 
easier.” Similarly, Max said, “It was a relief to feel that people didn't really care that I 
was a failure in the past. They just cared about who I was now and the work that I did and 
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who I am now, basically. A big relief.” Finally, Abe discussed feeling that he mattered or 
was cared about specifically given his tragic situation: 
   It tells me that anything is possible. A lot of people told me that it's possible to 
just put in the work and put in the time and the focus and the grit to where it's 
what's best for you and what's best for your life. This school, the coaching staff 
and the whole athletic staff ... My mom passed away this semester. The whole 
athletic staff and the school and advisements, they're all very supportive of my 
situation. I haven't let the situation distract me from my academics whatsoever… 
they've all told me that's what's best and told me that that's what she would want. 
That she would want me to perform at my best. 
 
Mattering and feeling cared about contributed to the success and learning of these reverse 
transfer students.  
 
Skill Development 
All participants reported on the importance of their own skill development. 
Specifically, participants noted skill development through various community college 
experiences and interactions with others. The following section provides perspective of 
how these learners developed and/or enhanced their skills.  
Community college experiences. The various experiences at the community 
college played a role in the skill development and enhancement of these participants. All 
participants (100%) said the experience at the community college has enhanced their skill 
sets related to their ability to learn in order to be successful at the community college. In 
particular, students addressed the various cultural and social experiences ranging from the 
diverse student and faculty body, the various events and opportunities, and the classroom 
experience. Carol indicated how her skills have been enhanced by her experiences at the 
community college:  
   Let me tell you, I can put it into words how Kingsborough has changed my life, 
because it has even helped my vocabulary. It's helped me overall as a person that I 
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can engage in any conversation with anyone at whatever…it's a school that 
changed my life and is going to put me on course as a very intelligent woman 
[sic]. 
 
Enrika also spoke to her experiences,  
   Really taking opportunities. I force myself if there is an event to go to or if the 
teacher says, "Go to this museum for extra credit," I force myself to do the things 
that I was uncomfortable doing. I think it was the institution, but it was me 
realizing that I need to seize these opportunities that they're giving me. 
 
She continued:  
   I think that I have the ability that I can do it and I can follow through. I think 
what I used to do is start something and never complete it. It always made me feel 
like, "You can't do it." It's just being able to discover that you can follow through, 
that you can do whatever it takes no matter what. Classes was the perfect 
example. 
 
Analysis of codes associated with community college experience show, 79% of 
the participants (22 of 28) noted the community college “presented opportunities where I 
can hone skills,” with 59% (13 of 22) being female. Subsequent, 71% of the participants 
(20 of 28) were coded as “participating in activities outside of my comfort zone.” Of 
those that responded, 70% (14 of 20) were 25 or older and 70% (14 of 20) were currently 
enrolled at the community college (Appendix EEE). 
In examining interview and critical incident responses, some differences were 
noted. Interview participants responded at higher frequencies, in the response “presented 
opportunities where I can hone skills,” across subgroups (enrolled at the community 
college–80% vs. 37%, graduated and transferred–71% vs. 20%, and graduated and 
working–100% vs. 20%). In addition, there was a distinctive response to by interview 
participants. Participants responded in “participating in activities outside of their comfort 
zone” across subgroups as follows: 93% were enrolled at the community college, 43% 
had graduated and transferred, and 50% had graduated and were working. 
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Interaction with others. Skill development also took place through interactions 
with others. Ninety-six percent (27 of 28) of participants described how interactions with 
other reverse transfer students, faculty, and/or staff contributed to their learning how to 
navigate opportunities at the community college. Enrika highlighted the skills that were 
important for her to navigate the community college: 
   One, for them to understand why, being able to identify, "Why is this 
happening? I will be honest with that." Then from there, developing certain skills 
like communication and social skills, the ability to bounce back in terms of failure 
or how do you deal with failure? How do you deal with people? People skills, I 
think that's really important because a lot of times that derails you from education. 
 
Rosita described her interactions in class: 
   I'm actually focused and I'm studying more and I'm retaining a lot more 
information and I'm not so shy to ask questions. Where I used to sit at the back of 
the class and I used to be afraid to ask questions because I felt like I was the slow 
one ... Now I'm raising my hand every single second that I need to understand it 
and I'm not feeling like discouraged that the professor is going to be like, "You're 
asking too much questions." They are like they want the questions. A lot of my 
classmates, they were like, "I actually was thinking that same question."  
 
Andrea further asserted the importance of communication,  
   Communication is a big thing. Asking for help is a challenge for me. I don't like 
asking for help. I had to learn that if you don't ask for help, you're not really going 
to get far, because other people may have answers that you don't know anything 
about. 
 
Data examination identified a series of codes (Appendix FFF). Eighty-two percent 
(23 of 28) indicated “guidance from faculty & staff,” with 65% (15 of 23) being female. 
Eighty-two percent (23 of 28) also noted “getting to know faculty & staff.” Amongst 
those coded were 57% (13 of 23) female, 52% (12 of 23) currently enrolled at the 
community college, and 65% (15 of 23) indicating a break before attending the 
community college. Finally, 79% (22 of 28) discussed “participating in activities, 
projects, events, and/or research,” with 55% (12 of 22) being male and 59% (13 of 22) 
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indicating they graduated from the community college. Of note, 57% (16 of 28) identified 
with all three codes.  
There were several notable differences in interview and critical incident 
responses. Interview participants responded at higher response rates for the following 
responses. For those enrolled at the community college, participants responded with the 
following: “guidance from faculty and staff” (80% vs. 34%), “getting to know faculty 
and staff” (80% vs. 31%), and “participated in activities, projects, events, and research” 
(67% vs. 38%). For those who graduated and transferred, participants responded with the 
following: “guidance from faculty and staff” (71% vs. 20%), “getting to know faculty 
and staff” (86% vs. 50%), and “participated in activities, projects, events, and research” 
(100% vs. 30%). Finally, those who graduated and were working had the following 
responses: “guidance from faculty and staff” (100% vs. 20%), “getting to know faculty 
and staff” (82% vs. 50%), and “participated in activities, projects, events, and research” 
(79% vs. 10%). 
 
 




Reverse transfer students face institutional barriers and personal hindrances in 
their success at community college. To provide context for these themes, several sub-
themes and clustered responses were identified. Table 19 provides a deeper look into the 
participants aligned responses to the findings sub-themes in relation to institutional 






Twenty-two of the participants (79%) indicated some sort of institutional barrier 
that may have hampered their success at the community college. In particular, courses 
and schedules, the location of the community college, poor communication, and the 
community college reputation were often mentioned.  
Courses/schedule. Findings indicate that some courses and class schedules were 
an impediment at the community college. Eight participants (29%) described that 
courses, including remediation, and the schedule of classes were some barriers in their 
success at the community college. In particular, participants noted the frustration of going 
through remedial courses and the untraditional schedule of Kingsborough.  
Daryl described how advisement may have caused him to take a course that was 
not required: 
   I needed help. They said, okay, these are the classes you need. In the end, they 
kind of messed me up too, because there was one class I didn't need, the writing 
intensive. They thought it was, but it wasn't. I told them, and they were like, that's 
their fault, so they took responsibility for it. I was happy they could admit. 
 
Location. Location was another barrier that some participants believed affected 
their success at the community college. Nine of the participants (32%) noted that the 
remote location of Kingsborough and the lack of transportation hubs surrounding the 
community college as a barrier. Andrea said, “To take a train here, it's 2.5 hours. It's 
deep.” Oksana discussed how the location of Kingsborough was a challenge:  
   It was pain in the ass to get down there. I had to take the L to Union Square, 
pick up the N-Q-R, take that all the way out to Brighton Beach, pick up a bus. 
You're talking to a kid that, literally, we don't have transit. We don't even have 
transit where I'm from. I grew up on a dirt road. They're telling me I got to take a 






















































Through East New York, Canarsie, Brownsville, all the way up to the J and Z and 
take that over to ... Nah, we're not doing this. 
 
Rosita also described the challenges of reaching campus:  
I had to take two trains and the bus. After a while I was like, "I can't do the 
commute, so I have to save up, get a car." I got a car, there no problem. I'm here 
on time. I get to class. I come here. The commute was the one thing. In the 
morning, there's so many kids coming, that bus is horrible. 
 
Sasha echoed the challenges of commuting to Kingsborough by saying, “At first I was 
kind of like, Oh no, it's so far away. I don't drive so I had to take two buses and it would 
take me two hours to get there.” Dawn said, “I will say that prior to coming to 
Kingsborough, I hadn't even really heard about Kingsborough. I live in Queens so I know 
most of the schools in Queens. To come here, it was a little bit of a journey, about two 
and half hours.” 
Poor communication. Twenty-five percent (7 of 28) described that poor 
communication at the community college, regarding, for example, it be for course 
requirements or accurate information about programs - served as a barrier to their success 
at Kingsborough.  
 Andrea spoke about the poor communication she encountered when she was 
registering for classes:  
   When they asked me what major I was going for, education is what I wanted to 
do, so they put me in the education track. I went to the New Start, the office in the 
M Building, and the advisor goes, "Why are you doing that?" I'm like, "What do 
you mean? I want to get back into Hunter for their education program." She goes, 
"Yeah, but you're going to stay here for two years if you stay on the education 
track. You might as well switch to liberal arts, because you need 16 credits." I'm 
like, "Why didn't anyone tell me this when I was picking classes?" 
 
Community college reputation. Community college often carries several 
misconceptions including: no one who attends community college is successful; 
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community college students cannot make it at a four-year institution; and community 
college degrees are meaningless (Boswell & Wilson, 2004). Twenty-five percent (7 of 
28) of participants described their own assumption of community college and their 
assumed lack of confidence in them. Spencer discussed his assumption of community 
college, “I had a lot of friends go from high school directly into Kingsborough 
and…There's this disparity between like, top 10 engineering school, and you're coming 
here [to Kingsborough].” Carl spoke of his thoughts of the community college, 
   How did it feel to go to Kingsborough? I mean it felt kind of funny because 
Kingsborough is, in my opinion, in between high school and college. The course 
loads and the workload is a joke compared to Brooklyn College or Hunter 
College. 
 
Enrika said enrolling with the assumption of community colleges “was challenging 
because I had the idea that community colleges are not for smart people.” Spencer 
described some concerns with his confidence and in the community college he was 
enrolling in:  
   It took me awhile. Well, I should say, that's the part that I was battling with. It 
wasn't physically leaving NYU. It was the part like, starting up here and then 
coming to something that's technically, I don't think even ranked. It's a 
community college, and that to me was like, “Wow.”  
 
Courses/schedules, location, poor communication, and the community college 
reputation data analysis. Specific to institutional barriers, sub-themes of 
courses/schedules, location, and community college reputation were coded. A number of 
respondents, 29% (8 of 28), indicated course and schedule conflicts as hindrances. 
Specifically, participants identified “programs not suitable for evening students” (3 of 28 
[11%]), the “semester set-up” (7% [2 of 28]), “remedial courses” (11% [3 of 28]), “took 
courses I didn’t need” (4% [1 of 28]), and “information not being clear when they 
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applied” (32% [9 of 28]) as course and schedule conflicts (Appendix GGG).  In 
reviewing interview and critical incident responses, there were several observations. For 
those enrolled at the community college, there were similarities across the following 
responses: “remedial courses” (interview–7% vs. CI–4%) and “information wasn’t clear 
when I applied” (interview–1% vs. CI–0%). For those who graduated and transferred, 
there was a higher interview response rate for those who said “information wasn’t clear 
when I applied” (14% vs. 4%). While one percent of critical incident respondents replied 
with “information was not clear when I applied” verse no responses for those who were 
interviewed. Finally, for those who graduated and were working, interview participants 
identified with “remedial courses” at 33% verse no response from the critical incidents. 
Similarly, 50% of interview participants identified with “information wasn’t clear when I 
applied” verses no responses in the critical incidents.  There were also several responses 
that were unique to the interviews. Participants responses were distributed across the 
subgroups as follows: “programs not being suitable for evening students” (13% were 
enrolled at community college, 0% had graduated and transferred, and 17% had 
graduated and were working), the “semester set-up” (7% were enrolled at community 
college, 14% had graduated and transferred, and 0% had graduated and were working), 
and “took courses I didn’t need” (0% were enrolled at community college, 0% had 
graduated and transferred, and 17% had graduated and were working). 
Second, thirty-two percent (9 of 28) described the location of Kingsborough as a 
hindrance. In particular, 25% (7 of 28) noted the “travel time to campus,” 21% (6 of 28) 
said they “needed to take several trains and buses to get to campus,” and 11% (3 of 28) 
“accessibility without a car” as location hindrances (Appendix HHH).  There were 
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several observations when comparing incident verse critical incident responses. For those 
enrolled at the community college, higher interview response rates were seen for “travel 
time to campus” (20% vs. 9%), while critical incident responses were seen for “needing 
to take several trains and buses to get to campus” (4% vs. 0%). For those who graduated 
and transferred, higher interview rates were observed for “travel time to campus” (27% 
vs. 7%), while critical incident responses were higher for “needing to take several trains 
& busses to get to campus” (15% vs. 0%). Lastly, responses were evenly distributed for 
those who graduated and were working for the following responses: “travel time to 
campus” (20% vs. 20%) and “needing to take several trains and buses to get to campus” 
(0% vs. 0%). There was also a unique response to the interview which was seen across 
subgroups: “Accessibility without a car” was unique to interview participants. This was 
response was distributed across the subgroups as follows: 50% were enrolled at 
community college, 33% had graduated and transferred, and 0% had graduated and were 
working. 
Next, 32% percent of the participants (9 of 28) described poor communication at 
the institution (Appendix III). In particular, 32% of the participants noted they were 
“given the wrong information.” Finally, 25% percent of the participants (7 of 28) 
described the community college reputation as another hindrance (Appendix JJJ). 
Specifically, 18% (5 of 28) said it was an “extension of high school,” 21% (6 of 28) said 
they” knew too many people went there,” and 18% (5 of 28) “thought it wasn’t a good 
school because it was a community college.” When examining the interview and critical 
incident response, higher interview response rates were seen, across the subgroups, for 
the response “thought it wasn’t a good school because it was a community college” as 
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follows: enrolled at community college (interview–27% vs. CI–9%), graduated and 
transferred (Interview–14% vs. CI–4%), and graduated and working (no responses). 
There were also several distinct responses for interview participants. Participants replied 
with the resulting responses as follows: “extension of high school” (20% were enrolled at 
community college, 4% had graduated and transferred, and 17% had graduated and were 
working) and “knew to many people who went there” (27% were enrolled at community 
college, 14% had graduated and transferred, and 17% had graduated and were working). 
 
 
Personal Hindrances  
In addition to institutional factors, there were several personal factors that served 
as barriers to success at the community college. Morgan said: “In school, I have no 
problem at all. I try my best... it was personal problem that keeps me from getting the 
grade that I really wanted [sic].” Forty-six percent (13 of 28) of participants indicated that 
a personal factor led to a barrier to their success at the community college. Specifically, 
participants identified the following personal factors: assumptions of the community 
college, fear to fail again, and lack of confidence.  
Fear of failure again. One personal factor that served as a barrier to student 
success was participants’ fear of failing again. Twenty-five percent (7 of 28) of 
participants described their fear of failing again as a barrier to their success at the 
community college. Daryl asserted his biggest fear, “expecting to fail again…my whole 
life. Being told you're not good enough. That stays in your mentality, but I'm trying to 
prove people are wrong now.” Fear of failing again is a legitimate concern of reverse 
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transfer students and should be considered when working and supporting this population 
at the community college.  
Lack of confidence. Lack of confidence was another personal factor that 
participants described as barriers at the community college. Thirty-nine percent (11 of 
28) of participants note that their lack of confidence act as a barrier to success at 
Kingsborough, both confidence in themselves and confidence in the community college 
they were to attend. Brienne noted that, “Yeah, I didn't have that sort of confidence that I 
did education-wise when I was at Tech.” Similarly, Bruce stated, “The hardest experience 
for me throughout that stage was going back to school, having the guts and the 
determination to actually go back.” 
Fear of failure again and lack of confidence data analysis. Several personal 
factors emerged as well. Sub-themes of fear of failure again and lack of confidence 
emerged through the coding process and CIQs. Twenty-five percent of the participants (7 
of 28) described personal factors as hindrance to the success at the community college 
(Appendix KKK). Eighteen percent (5 of 28) indicated they “fell into the same habits,” 
six percent (6 of 28) noted “anxiety of starting school again,” and six percent (5 of 28) 
noted they “failed their first test” which provides context to the sub-theme of fear of 
failing again. There were noticeable observations when comparing interview and critical 
incident responses. For those who were enrolled at the community college, higher 
interview response rates were seen with the following responses: “fell into the same 
habits” (13% vs. 11%) and “failed my first test” (7% vs. 4%). Next, those who graduated 
and transferred had higher interview response rates for the following: “fell into the same 
habits” (14% vs. 7%) and “failed my first test” (43% vs. 11%). Finally, for those who 
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graduated and were working, higher interview response rates were seen for the following 
responses: “fell into the same habits” (33% vs. 20%) and “failed my first test” (17% vs. 
0%). “Anxiety of starting school” was a response unique to interview participants. The 
responses were distributed across the subgroups as follows: 7% were enrolled at 
community college, 43% had graduated and transferred, and 33% had graduated and were 
working. 
Thirty-nine percent of the participants (11 of 28) identified their own lack of 
confidence in starting at the community college (Appendix LLL). In particular 
respondents responded in the following, 33% (9 of 28) “worried they couldn’t do the 
work” and 29% (8 of 28) “thought they couldn’t succeed in college.” When comparing 
interview and critical incident responses, several observations were made. For those who 
were enrolled at the community college, higher responses rates were seen for the 
following responses: “worried I couldn’t do the work” (27% vs. 13%) and “thought I 
couldn’t succeed in college” (27% vs. 6%). Similarly, those who graduated and 
transferred had higher interview response rates as follows: “worried I couldn’t do the 
work” (14% vs. 11%) and “thought I couldn’t succeed in college” (14% vs. 7%). Lastly, 
for those who graduated and were working, higher response frequencies were seen for the 
following: “worried I couldn’t do the work” (67% vs. 20%) and “thought I couldn’t 















 This chapter presented the research findings and analysis. The following four 
findings were discovered: 
 Finding 1:  Reverse transfer students demonstrated resilience and often reflected 
on their previous college failures for self-efficacy in their community college 
success. 
 Finding 2:  Reverse transfer students described their active participation, 
social/cultural experiences and buy-in at the community as experiences and 
learning needed for success. 
 Finding 3:  Reverse transfer students discussed learning to navigate opportunities 
through knowledge attainment, enhancing their skills, and their learning process. 
 Finding 4:  Reverse transfer students faced institutional barriers and personal 
hindrances in their success at community college. 
Findings were organized through the research sub-questions. Themes, sub-themes, and 
codes were discussed. Sub-themes and codes were analyzed and trends were presented. 
















INTERPRETATIONS, CONCLUSIONS, AND RECOMMENDATIONS 
 
 
This chapter synthesizes findings, interprets patterns, connects these to the 
literature, and answers the research question and sub-questions presented in Chapter I by 
providing further interpretation of the findings from Chapter V. Interpretations 
highlighted emergent themes, new to the literature, and underpinned support for further 
research. From these, conclusions, recommendations, and implications were drawn. 
Assumptions laid out in Chapter I are revisited. Finally, the chapter concludes with the 
researcher’s reflections.  
 
 




The purpose of this study was to investigate how reverse transfer students 
overcome previous failure in order to succeed at a community college. The study 
examined the experiences of reverse transfer students to understand how they learned to 
navigate opportunities and succeed at the community college. While findings aligned 
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with some aspects of the literature, they also presented challenges and contrasts. For the 
purpose of interpretation, the analytical themes were organized into the following areas: 
 The perceived impact of failure on reverse transfer students and how they moved 
forward  
 Reverse transfer students’ perceptions of the knowledge and skills needed to learn 
 Barriers and impediments for reverse transfer student success 
 
The Perceived Impact of Failure on Reverse Transfer Students and How They 
Moved Forward  
The first research sub-question sought to understand how reverse transfer students 
described the impact of the of their reverse transfer experience on their eventual success 
at the community college. Discussion was organized into two sections attending to the 
impact of failure on their reverse transfer experience and how they moved forward from 
this initial failure. 
Impact of failure. Failure was a significant and strong aspect of the initial reverse 
transfer experiences for many participants. Hossler et al. (2012) concluded that reverse 
transfer students who did not perform well academically at the institution where they 
initially enrolled left the four-year institution for the learning environment of a two-year 
institution. However, these authors did not identify the reasons behind or necessity of 
choosing a community college. Almost all participants from this study had no other 
choice or option for higher education but Kingsborough Community College and the 
New Start Program, which was the only higher education option due to past poor grade 
point average and/or remediation needs. All of the participants brought this failure 
experience and the notion of “no other options” into their second chance opportunity at 
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the community college. However, the extent of the impact of failure became evident 
through the interviews.  
Participants discussed the emotional impact of failure during their reverse transfer 
experiences. All participants identified emotional responses to learning of their dismissal 
or stopping out at the four-year institution. These participants made “sense of potentially 
powerful emotions” and developed “a deeper understanding of themselves” (Dirkx, 
2008). While all described emotions based on their initial dismissal, it appeared that those 
currently enrolled in college (both at the community college and institutions to which 
they transferred from community college) remained embarrassed and depressed about 
their initial failure. Perhaps these feelings were the “emotional baggage” (Merriam, 2011, 
p. 350) still weighing heavy on these participants. These participants had not yet achieved 
the bachelor’s degree they originally sought and therefore perceived themselves as not 
yet successful. As participants reached their educational goals and entered the workforce, 
they identified less with losing hope and viewing their failure as a lost opportunity. Their 
senses of achievement and accomplishment were apparent. These emotions can also be 
tied into what Tinto (1993) theory of student departure, which “argues the interplay 
between individual goals and commitments (internal and external) influence not only 
whether people leave but also the way in which they leave” (Melguizo, 2011, p. 399).  
The emotional impact and way these participants left the four-year institution only 
expands Tinto’s theory of student departure. Perhaps it offers a more holistic 
understanding of the impact of leaving the four-year institution on certain terms.  
While the emotional impact of failure was obvious for all participants, the 
perceived emotional toll on those close to participants was also described. Parents, 
  
206 
siblings, and significant others were described as having “an emotional reaction” (Blair, 
2005) to the failure of the participants. This perceived reaction, both positive and 
negative, was framed as empathy and was observed more frequently for those connected 
to participants still enrolled in college. What also became obvious was a translation of the 
perceived feelings and reactions of others into motivation for participants to continue in 
higher education. Exploring the empathic reactions of others should be considered when 
analyzing the reverse transfer experience. 
It was also apparent that participants used failure as a benchmark. Moreover, this 
experience was a “foundation of, and the stimulus for, learning” (Boud, Cohen, & 
Walker, 1993). Their dismissal and/or stop out served as a “concrete experience” (Kolb, 
1984) and provided a reference point which participants currently enrolled at the 
community college most often revisited. What also is not loss, is the Benchmarking and 
learning from their previous college experiences was critical for all participants.   
Moving forward. One of the most prominent findings was participants’ ability to 
bounce back from failures occurring in a variety of circumstances. Be it academic failure, 
medical conditions, or family obligations, participants demonstrated “perseverance of 
effort” (Von Culin, Tsukayama, & Duckworth, 2014) and “positive adaptation…despite 
experiences of significant adversity” (Luthar et al., 2000). Grit and resilience were 
evident among participants still enrolled at the community college as well as those who 
had graduated and either transferred or were working. Learning from failure was not 
“instantaneous” nor “automatic”, but took time and was often dependent on other 
personal attributes (Shepherd, Patzlet, & Wolfe, 2011).  
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Participants who graduated from the community college and subsequently 
transferred and/or were working agreed most frequently with the importance of focusing 
on long-term goals. This resonated more with these participants because of their 
achievement of associate’s degrees, a long-term goal they had successfully accomplished. 
It could be argued that these participants are grittier at this stage of their experience 
because they have demonstrated their “perseverance and passion” in accomplishing 
“long-term goals” (Duckworth et al., 2007) and maintaining hope (Snyder, 1995).  
Being exposed to “severe adversity” and the ability to make a “positive 
adaptation” (Garmezy, 1990; Luthar & Zigler, 1991) despite their failure was obvious in 
all participants’ experiences. Participants who had completed their associate’s degree 
were more likely to describe not letting previous failure deter them, identifying their 
long-term goals, discussing their passion for education, and sharing their optimism of 
what lies ahead. It became apparent that these participants’ resilience not only provided 
hope for these individuals, but also enhanced their self-efficacy and allowed them to 
move forward, similar to expectations framed by Grant and Kinman (2012).   
Participants also cited the usefulness of self-assessments to identify bumps in the 
road in their effort to move forward. As Daryl said,  
   They need to know what they stand for. They need to know how they are 
first. You can't expect somebody to help you, and you can't help yourself. 
Number one is they need to help themselves first. Then once you're able, 
and you're comfortable with their own situation, seek the help. There's 
people out there to help you. 
 
Daryl’s thoughts coincide with literature describing how participants choose “activities 
for which they feel themselves capable and avoid those for which they do not” (van 
Dinther et al., 2011). As participants conducted these assessments, they decided how 
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much “effort”, “time”, and “persistence” (van Dinther et al., 2011) they would spend on 
tasks. This was most prominent among participants currently enrolled at the community 
college as they spoke to knowing the importance of asking for help and describing their 
need for assistance. These participants demonstrated more self-efficacy which led to 
better academic performance (Kitsantas et al., 2008; Pajares, 1996). This pattern of 
response to challenge appeared to be most prominent in this subset of participants 
because of the current pursuit of their degree and having experienced failure most 
recently. On the other hand, those who had completed their time at the community 
college reflected more extensively on their strengths, weaknesses, and end goals, which 
seemed to arise as the whole process was behind them after successfully achieving these 
goals.  
Not surprisingly, participants who were then enrolled in higher education in 
community college or a four-year institution to which they had transferred identified 
strongly with their ability to bounce back, as these participants were in the midst of their 
higher education journey and therefore actively employing strategies of self-efficacy in 
ongoing pursuit of their goals. Similarly, participants who earned their associates degree 
and transferred to a four-year institution described their “effort” in getting back into 
higher education and “passion” (Duckworth et al., 2007) for education attainment most 
often. Their “recovery and re-emergence from failure” was more recent and they were 
continuously “learning about themselves” (Cope, 2011).  
Conclusions. Based on the study’s findings, data and interpretations, the 
following conclusions were drawn about the impact of failure on reverse transfer and 
how they moved forward: 
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Reverse transfer students are greatly impacted emotionally by their previous 
academic failure. This was evident throughout participants’ narratives and data analyses. 
Failure, for this population, had been defined as academic dismissal or stop-out from the 
four-year institution. Participants described extensive and varied emotional consequences 
from failure. Feelings of being ashamed/embarrassed, afraid, depressed, disappointed, 
heartbroken, and regret were named. These initial emotional reactions served as both 
hindrances and/or motivations as participants attempted to move on from failure and 
continue learning.  
Additionally, participants described the perceived emotional toll on those close to 
them. Parents, siblings, and significant others expressed perceived disappointment and 
embarrassment at participants’ failure, adding to the initial stigma resulting from failure. 
The perceived emotional reactions of others were significant in understanding the impact 
of failure on reverse transfer students and warrant further exploration.  
 Reverse transfer students are resilient. While failing grades and poor academic 
performance led to academic dismissal or stop out, it was useful to note factors 
contributing to dismissal. Participants described physical and mental health concerns, 
caregiver responsibilities, inadequate preparation, work requirements, and other 
competing commitments. However, participants demonstrated impressive capacity to 
overcome these factors and learn from previous challenges, mistakes, and failures. 
Participants described their abilities to “bounce-back” and find a second chance 
opportunity (Cotton et al., 2017; Luthar et al., 2000).  These participants also 
demonstrated perseverance and passion for education, optimism of what lay ahead for 
them, and did not let previous failure define them.  
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Summary. This section provided context to the emotional impact of failure and 
how this affected both the reverse transfer student and others. Failure operating as a 
benchmark was also noted. Participants moved forward from failure through their ability 
to bounce back and be resilient and by conducting self-assessments - all critical factors in 
these participants’ perceptions, intentions, and actions of moving forward in their higher 
education journey.  
 
Reverse Transfer Student Perceptions of Necessary Knowledge and Skills  
 The second and third research sub-questions sought to determine the knowledge 
and skills reverse transfer students needed to learn so they might navigate opportunities 
and succeed at the community college.  
Knowledge for reverse transfer student success. It was no surprise that a 
majority of all participants in this study cited their previous college experiences and 
foundational knowledge of college as a necessity for success. Specifically, participants 
identified their familiarity of student resources and support services, but discussed their 
lack of attempt to utilize or take advantage of said resources and services. Knowing the 
importance of resources and services versus utilizing resources and services was a 
common contradiction these participants faced, often resulting in their poor academic 
standing, dismissal, or stop-out.  
 Aligned with the notion of learning from their previous college experience, 
participants currently enrolled at the community college more frequently described the 
need to learn to ask for help. Moving past their poor habits from the four-year institution 
and demonstrating “an openness and willingness” (Kolb, 1984) to engage with faculty 
and staff for assistance was paramount. This “active experimentation” (asking for help) 
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set a solid foundation for participants to continue to “cycle” (continue to seek support) in 
order to gain assistance at the community college (Kolb, 1984; Merriam et al., 2007).  
 Another area of knowledge participants in this study needed to learn was that 
failure was part of their learning process. Participants currently immersed in their higher 
education journey, those who enrolled at the community college and those who graduated 
and transferred, cited that “failing was okay” most frequently. This is apparent because 
these participants have experienced failure more recently. A majority of all participants 
conducted self-assessments (96%), were vulnerable (asking for help, looking for 
resources, etc.) in the community college (86%), and identified their limitations (57%), 
all critical in recognizing failing as part of the learning process and moving forward from 
it. Andrea said, “I've learned a lot from this process…Failing is okay... It gives you time 
to kind of take a step back, re-evaluate what's going on and what you think is a priority. 
You kind of grow from there.” Failure helped fuel an “unfreezing process” where 
participants’ “old ways of perceiving, thinking, or acting” (Sitkin, 1992) proved 
inadequate and were reworked to accommodate new ways of doing. By experiencing 
dismissal or stop out, these participants approached their education differently. They 
moved beyond previous ways of approaching education to arrive at a more engaging and 
interactive approach. Failure was a teacher and failure drove progress (Clark & 
Thompson, 2013). Failure should be acknowledged as part of the learning process and 
therefore included in any analysis of the reverse transfer experience.  
 A third area of knowledge that participants needed to learn was the importance of 
opportunity at the community college. Participants who graduated from Kingsborough 
cited the second chance opportunity for college most frequently. It is obvious that these 
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participants have now experienced success through earning their associates degree. They 
gained confidence in their intellectual ability, set goals, and believed they could attain 
these goals (Boulter, 2002; Fashola & Slavin, 1998; Tinto, 1993). They became more 
thoughtful about the reverse transfer experience and how the opportunity at the 
community college allowed them to move to the next phase of their journeys.   
Skills for reverse transfer student success. Skills development was also 
important to the success of all participants in this study. While participants brought a 
certain level of skills to the community college, the reality was that these skills needed to 
be further developed or new skills needed to be learned.  
Participants across all subsets cited the importance of communication skills. 
Building on their knowledge of asking for help, they expressed appreciation for the need 
to effectively communicate with faculty and staff. By developing “persuasive 
communication” and receiving “evaluative feedback” (Skaalvik, 2003), participants were 
able to address course questions, effectively seek resources, and receive critical feedback 
on which they could built greater self-efficacy (Pintrich & DeGroot, 1990; Schunk, 2003; 
van Dinther et al., 2011; Zimmerman et al., 1992). 
Additionally, participants who earned their associate’s degrees cited most 
frequently the importance of networking and developing relationships. By developing 
effective communication skills, beneficial relationships were developed and established 
to support the participants. As this subset of participants continued to either transfer or 
work, they discussed and reflected on their “perceived social support on campus” 
(Strayhorn, 2012) and value of the network they created at the community college. 
Support also included students who were in the same reverse transfer situation, often 
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noting that others’ failures allowed them to overcome instances where they had the 
inability to learn from their own failures (Kc, Staats, & Gino, 2013). 
Participants across all subsets cited learning social skills in order to be engaged 
and immersed in the community college experience. Moreover, participants described 
learning and skill development through engaging in quality and numerous educational 
programs (Astin, 1999). Likewise, participants also discussed their involvement with 
their academic work and devoting the necessary time and focus for classroom 
discussions, projects, and assignments (Astin, 1999). This involvement led to more 
“validation” of these students’ efforts and contributions (Chaves, 2006).  
Similarly, participants discussed how their social skill development led to 
important interactions with faculty and staff, participation in events and activities outside 
of their comfort zones, and programs. Sophia says, “with Kingsborough it was like a 
different feel...The faculty members are more engaged...They're more engaged, so I'm 
more engaged…I feel like it plays a part in me wanting to come to school and keep that 
drive going.” It is this “involvement with one’s peers and with the faculty, both inside 
and outside the classroom, is itself positively related to the quality of student effort and in 
turn to both learning and persistence” (Tinto, 1993, p. 71). Their comeback from failure 
fostered these participants to learn about the nature and importance of networks and 
relationships (Cope, 2011).  It was this “social” and “academic integration” that Tinto 
described as fostering student persistence (Melguizo, 2011). 
Conclusions. Several conclusions were drawn from the study’s data and findings 
regarding reverse transfer student perceptions of the knowledge and skills needed. The 
following conclusions are presented: 
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Reverse transfer students use previous college experiences as benchmarks. 
Participants indicated they often reflected on previous college experiences, often 
assessing what worked well for them and what their shortcomings were. Participants 
recognized their own limitations and the importance of asking for help in order to 
reconcile previous negative experiences (Boud et al., 1996). They discussed seeking 
college resources and utilizing them for advancement and success at the community 
college. Far too often, participants did not engage with resources at their previous 
institutions and did not seek help. Participants compared these previous experiences to 
the welcoming campus environment, supportive faculty and staff, flexibility of schedule, 
and array of opportunities they experienced at the community college. They discussed the 
chance for a new beginning and accomplishing an end goal of degree attainment in this 
supportive environment.  
Reverse transfer students recognize that failure is part of their learning process. 
Participants established that failure was part of their learning process. To them, failing 
was only part of their educational journey, which additionally entailed the resilience and 
determination needed to achieve their educational goals and surpass their own 
assumptions and emotions, as well as the assumptions and perceived emotions of others. 
Failure was now seen as an opportunity, rather than a fully negative experience.  
Reverse transfer students immerse themselves in the community college 
experience in order to develop further. Participants discussed their vulnerability at the 
community college in various ways. Participants asked faculty and staff for help and 
actively sought resources to help them excel, overcoming personal limitations at their 
previous institutions. Additionally, participants felt that they mattered and connected to 
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faculty and staff (Strayhorn, 2012) at the community college. Often these networks 
created opportunities for research, internships, or projects that contributed to the growth 
of these participants. Participants also described taking advantage of opportunities 
presented to them from faculty and staff. Whether it was signing up for honors courses, 
leading groups in class, or joining extracurricular activities, participants often said these 
opportunities were for their own betterment. These interactions only exemplify 
understanding the relationship between student involvement in learning and persistence 
(Milem & Berger, 1997; Tinto, 1993). Finally, participants also described feeling they 
were not alone in the reverse transfer situation. These interactions created environments 
were these participants felt comfortable. They were able to “integrate their personal 
experience into their learning and to develop skills” (Miller, 2000, p. 84). It also built this 
concept of incorporation “when students adapt to and adopt the prevailing norms and 
behavior patterns of their college or university community” (Milem & Berger, 1997, p. 
388). 
Summary. Knowledge and skills were central to the learning reverse transfer 
students needed to succeed and navigate opportunities at the community college. In 
particular, learning from their previous college experiences and recognizing that failure 
was part of their learning process were crucial in providing a solid footing for these 
participants’ subsequent success. Several skills were just as impactful as knowledge in 
contributing to their success. Communication, social, and engagement skills were learned 
so that participants could be more involved and active in their education at the 





Barriers and Impediments for Reverse Transfer Student Success 
 The fourth research sub-question targeted barriers and impediments to reverse 
transfer student success. While participants described the knowledge and skills they 
needed to learn, some also described perceived institutional and personal barriers and 
impediments.  
 Institutional barriers. Participants cited several institutional factors that served 
as barriers during their time at the community college. Those who had graduated from the 
community college were more thoughtful of the courses and schedules that served as 
barriers at the community college. This subset of participants was often challenged by 
remedial courses, lack of information on programs, and schedules. Aligning with the 
importance of explaining “what is needed to complete academic programs” (Frey, 2007). 
These barriers caused some participants to waste time (semester) and incur higher 
“college costs” (Smith Jr, 2015), which in turn caused more hardships in these students’ 
tenuous circumstances.  
 Again, a more reflective subset of participants, those who have earned their 
associates degree and graduated, named Kingsborough Community College’s location as 
a barrier due to transportation and commuting barriers which impacted these participants’ 
success at the community college. These participants described instances where the 
length of the commute caused them not to attend class, as many traveled two or more 
hours on two trains and a bus to arrive to campus. The location and public transportation 
concerns fostered attention to other modes of learning and support as online courses, 
hybrid courses, class schedules, shuttle bus services, and MetroCard distribution could 
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have alleviated these concerns and provided more “accessibility of services” for these 
learners (Frey, 2007).  
 Lastly, participants who were currently enrolled at the community college 
described their negative thoughts about community colleges most often. Participants 
reported on assuming those who attended community colleges “were not successful”, that 
there was no “value” in the community college degree, and community college seemed 
an extension of high school (Chen, 2017). These assumptions were assessed for possible 
sources such as generated from their current enrollment at the community college, others’ 
opinions, or not yet fully experiencing and achieving success and degree attainment. 
They have yet to move past their community college assumptions and view it as a 
learning environment supportive of their reverse transfer experience (Catanzaro, 1999; 
Weisman & Longacre, 2000). 
Personal impediments. Participants also perceived several personal impediments 
as barriers to learning and success. While personal hindrances were referenced often in 
literature on college degree attainment (French & Oreopoulos, 2017; Moschetti & 
Hudley, 2015; Spellman, 2007), it had not been fully framed within the reverse transfer 
experience. 
Participants cited their fear of failing again. Although dismissal and/or stop out 
often served as the “concrete experience” (Kolb, 1984) and benchmark as an experience 
they learned from, participants who had graduated from the community college continued 
to reference their fear of failing again. This subset of participants, having already 
obtained their associate’s degree, were perceived as more thoughtful and reflective about 
the fears they faced during their reverse transfer experience (Schön, 1987). The fear of 
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failing again invoked similar emotions, feelings, and circumstances for these participants, 
feeding into some of the early negative connotations associated with reverse transfer 
students (Clark, 1960; Lee, 1976; Meadows & Ingle, 1968; Undem & Muck, 1965; 
Rouche, 1968). 
Likewise, those who had earned associate’s degrees discussed their lack of 
confidence as an impediment to their learning. In viewing confidence as a “situationally 
specific concept” (Brodie, Reeve & Whittaker, 1995; Champion, 1993), participants’ 
candor was appreciated. As Bruce noted, “I was afraid I couldn’t do the work” as he 
entered the community college. As participants continued in community college, their 
confidence continued to grow, evidenced by passing classes, acceptance into the honors 
program, associate’s degree attainment, transfer to four-year institutions, and eventual 
employment.   
Conclusions. While reverse transfer students demonstrated, they can be 
successful at the community college, they also perceived barriers to their success. 
Institutional barriers and personal impediments were presented in participants’ narratives 
such that the following conclusions were drawn.  
Institutional barriers affect the success of reverse transfer students. Participants 
cited institutional barriers during their time at the community college. While some of 
institutional barriers were specific to Kingsborough Community College (location and 
public transportation), others such as poor communication and a lack of streamlined 
services were assumed to not be limited to this study’s site.  Not addressing these 




Reverse transfer students need to move past the stigma of failure. Participants 
indicated personal hindrances such as lacking confidence as they started the community 
college. More specifically, they worried they could not do the work and that college did 
not suit them. They also feared failing again. These all contributed to abiding negative 
associations reverse transfer students made between past failure and their community 
college experience. Moving past this was critical for these participants to learn and 
succeed.   
Misconceptions of community college still exits. Participants cited their 
assumptions of community colleges, with many stating it felt like an extension of high 
school. Others assumed that successful individuals did not attend community college. 
However, once participants moved past these assumptions, they were able to excel and 
recognize the value of this second chance opportunity.  
Summary. While participants discussed how they learned to succeed and 
navigate opportunities at the community college, they also noted personal and 
institutional barriers to their learning and success. Institutional barriers such as courses 
and schedules often frustrated them. Likewise, location and transportation concerns were 
reported but were considered somewhat site-specific. Misconceptions about community 
colleges were also cited as institutional barriers.  
 Personal hindrances were akin to institutional barriers in terms of impact on 
learning. Fear of failing again was prominent, slowed the learning process, and in some 
cases prevented achievement. Participants also reported a lack of confidence. As they 
began their second chance opportunity at the community college, participants remained 




Summary of Discussion, Interpretations, and Synthesis 
In total, the findings of this study provided evidence and augmentation to sparse 
areas of literature in reverse transfer and adult education. The study’s findings established 
there was significant emotional impact on both reverse transfer students and those close 
to them as a consequence of failure. This impact also served as a catalyst for students to 
move forward in higher education.  Additionally, findings supported that reverse transfer 
students learned to succeed and navigate opportunities at the community college through 
knowledge and skill development. In particular, reverse transfer students developed 
contextual knowledge such Failing is OK and established when I Need Help. Similarly, 
reverse transfer students developed skills such as communication and engagement to 
succeed and navigate the community college. Finally, it was imperative to note that 
findings also suggested that reverse transfer students face personal and institutional 
impediments that hindered their success at the community college. These considerations 
were critical when discussing learning from failure in the reverse transfer experience. 
Similarly, understanding the community college, immersing oneself in the community 
college experience, recognizing failure as part of the learning process, and being 
vulnerable were all new areas of insight into the reverse transfer experience arising from 





Several recommendations were crafted based upon this study’s data and findings. 
These suggestions included recommendations for adult learners, counselors, program 




Recommendations for Adult Learners  
 The following recommendations, grounded in the study’s key findings, were 
meant for adult learners as they approached educational opportunities. 
Recognize that failure is part of the learning process. Seventeen participants 
cited that “failing was okay” and learning from their previous failures. Adult learners 
must reflect on their experiences and engage in dialogue with others to make meaning of 
these experiences. By doing so, adult learners are able to not only articulate these 
experiences, but also move past existing assumptions.  
Become in tune with their emotions. All participants reported on emotions they 
felt following initial failure and on to their successes in degree attainment, transfer, and 
work. To be successful in doing so, adult learners ought to journal and be expressive of 
these emotions. Similarly, engaging in dialogue with advisors, counselors, and others 
allows learners to understand the positive and negative feelings associated with their 
experiences. 
 
Recommendations for Counselors 
The following recommendations on ways for counselors to best engage with 
reverse transfer students were grounded in the study’s findings. 
Understand the unique individual circumstances and situations reverse 
transfer students bring to the community college. Twenty participants reported feeling 
ashamed/embarrassed, 89% discussed feeling depressed and/or suicidal upon learning 
about their dismissal or deciding to stop out of their prior college, and all noted they 
themselves felt like a failure. Sixteen participants cited thinking about their prior college 
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experiences. Counselors must assume a holistic conception of the individual during 
intake process and when meeting with reverse transfer students for advisement. In doing 
so, counselors will get a robust awareness of the various situations and circumstances 
reverse transfer students bring to the community college. Moreover, by considering these 
situations and circumstances, counselors will understand how reverse transfer students 
have made meaning of them and how these influence their current experiences. 
Recognize the various experiences and learning required for reverse transfer 
student success. Participants discussed the environment, opportunities, and involvement 
at the community college as positive facilitators of learning and success. Twenty-three 
participants cited their interactions with and guidance from faculty and staff as important 
to their success. Likewise, 22 participants reported on their involvement in activities, 
projects, and research opportunities to hone and develop skills. Also, all participants 
described their sense of belonging at the community college. Counselors ought to engage 
with reverse transfer students through socials and activities to better understanding which 
experiences and opportunities that are important to these students. Similarly, it is 
imperative for counselors to have meaningful dialogue with these students to understand 
the importance of these experiences in their learning and success and build connections 
integral to their eventual success.  
 
Recommendations for Program Developers  
 Because program developers are significant in supporting reverse transfer 
students through design and implementation of support services, the following 




Work with counselors to develop professional development opportunities to 
best understand the reverse transfer experience. Participants described the impact of 
their reverse transfer experiences citing their reflective process, emotions (100%), the 
emotions of others (64%), personal growth (64%), resilience (96%), hope/grit (82%), 
long-term goals (89%), motivation (89%), persistence (93%), self-assessment (96%), 
previous college knowledge (89%), contextual knowledge (85%), interacting with others 
(96%), and being involved (82%). Program developers can create a series of professional 
development workshops for counselors and advisors to better understand the complexity 
and multifaceted nature of the reverse transfer experience. In doing so, program 
developers can identify specific knowledge, skills, and attitudes held by reverse transfer 
students who are ultimately successful.  
Develop specific information and communication plans around reverse 
transfer. Nine participants cited the poor communication they received when applying to 
the community college and while enrolled at the community college. Also, seven 
participants described their assumptions of the community college reputation, saying it 
was not a strong academic institution and/or it was an extension of high school. Program 
developers must formulate comprehensive information plans and communication 
strategies to ensure that accurate and timely information is available, communicated, and 
targeted to these students’ nuanced needs.  Program developers must provide accurate 
and updated information and dispel any myths regarding the community college. 
Websites, brochures, scripts for admissions personnel, and communication with 





Recommendations for Administrators 
 Administrators also play a key role in providing support for reverse transfer 
students. As such, the following recommendations are offered to this population. 
Create policies, programs, and procedures establishing access points and 
supports for reverse transfer students. Sixteen participants cited their second chance 
opportunity at the community college, while 22 described the importance of the New 
Start program in their ability to continue in higher education. Administrators must create 
access points to recoup “human capital” (Sugarman, 1967) by implementing policies and 
programs to support reverse transfer students.   
Consider interventions and resources to address gaps in enrollment. There 
are opportunities to engage this population at the time of their dismissal and/or during the 
time many reverse transfer students take between dismissal from a four-year institution 
and enrollment at the community college. The study showed that 61% of participants 
took a semester or more break from the time of dismissal to the time of enrollment at the 
community college. Additionally, 64% noted some growth during that period (including 
honing skills, receiving outside training, and just needing a break). Administrators need 
to develop interventions and programs to engage this population during a critical time of 
reflection and transition.  
 
Recommendations for Adult Education  
The reverse transfer experience also connects to adult education. The following 
recommendations provide guidance for adult education:  
Consider how the emotional impact of failure plays into motivation and 
moving forward in the experiences of adult learners. All participants cited emotions 
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they felt upon their initial failure. Likewise, twelve participants reported on their 
motivation to prove people wrong, while 96% of the participants demonstrated grit and 
resilience in overcoming their previous failures. Further research is required to fully 
understand the emotional impact of failure and how these emotions serve as an impetus to 
move forward. This study demonstrated that reverse transfer students may be a 
particularly informative population with respect to research on the impact of failure. 
Expand learning from failure research in higher education settings and 
reverse transfer experiences.  Twenty-two cited learning from their previous college 
experiences, while seventeen participants noted that they learned that failing was 
acceptable. Reverse transfer student focus groups, further individual interviews, and 
further research allows for a more holistic understanding of learning from failure within 
higher education and the reverse transfer experience. Adult education should continue to 
explore in depth these experiences through the aforementioned mechanisms.  
 
Summary of Recommendations   
Based on this research study’s findings, several recommendations for adult 
learners, counselors, program developers, administrators, and adult education were 
presented. For adult learners, it is recommended that they recognize failure as part of the 
learning process and become in tune with their emotions. For counselors, suggestions 
include recognition of the individual circumstances within the reverse transfer experience 
and appreciate the various experiences and learning required for reverse transfer success. 
For program developers, it is imperative that they work with counselors to develop 
professional development opportunities to better understand the inherent complexity of 
reverse transfer experience, as well as develop comprehensive information and 
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communication plans surrounding reverse transfer. Administrators should create policies, 
programs, and procedures establishing access points and supports for this population and 
consider intervention and resources to address the gaps in enrollment. Finally, adult 
education should further consider how the emotional impact of failure plays in motivation 
and moving forward in the experiences of adult learners and expand learning from failure 
research in higher education settings and reverse transfer experiences.   
 
 




This study’s findings have several implications for the further research in areas of 
reverse transfer, adult learning, and higher education. Continued research is necessary to 
complete a holistic picture of this phenomenon and continue to understand its 
complexities and evolution.  
 
Implications for Further Research – Reverse Transfer Students  
This study provided an adult learning lens to research on reverse transfer 
experiences, which had not previously been fully explored, by producing an enhanced 
perspective on a specific cadre of learners at one institution.  It is important to build 
increasingly expansive understanding of strategies needed for success of reverse transfer 
students. 
This study examined strategies of learning and navigation reverse transfer 
students needed to be successful at the community college. However, feelings and 
emotions associated with the reverse transfer experiences also emerged. While this study 
only touched upon these themes, further research on the emotional impact of failure, 
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emotions as motivations, and the emotional impact of failure on others would provide a 
more nuanced understanding of the reverse transfer experience. 
Next, as noted as one of the study’s limitation, it is important to have a better 
grasp of how the findings of this study might compare and contrast with reverse transfer 
students in other settings, especially rural community colleges, community colleges that 
may not have reentry programs such as the New Start program, technical institutions, and 
community colleges outside of a university system. Most of the participants of this study 
came from a four-year institution associated with the community college sample site, the 
City University of New York. In order to paint a complete picture of the learning and 
strategies needed to succeed at the community college, similar studies should be 
completed at various community college and technical college sites to deepen and round 
out impressions of students’ experiences. 
Similarly, as indicated in the study’s limitations, missing from this study are the 
perspectives of those who were not successful in their reverse transfer experience at the 
community college. Further exploration and input from this cadre of students would 
provide a more complete understanding of the reverse transfer experience. It would also 
add to understanding the supports and/or interventions needed to work these higher risk 
students.  
Likewise, the perceived emotional toll on reverse transfer students’ parents, 
siblings, significant others, etc. should be fully explored. Participants described their 
perceptions of the emotional toll that other faced. Specifically, they spoke of how other’s 
embarrassment, disappointment, and/or support served as motivation or hindrances in 
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moving forward. It is imperative to research the “others” and gain a more insightful 
perspective to triangulate or dispel these assumptions.  
Finally, research should be conducted through the lens of faculty and staff who 
work with this population to add another stakeholder perspective to attention to the 
reverse transfer phenomenon. Qualitative research on the experiences of faculty, 
advisors, counselors, and administrators who work with this population would be valued 
and would provide a voice to those working to aid reverse transfer students in 
accomplishing their academic goals. In doing so, assumptions of how to best work with 
this population could be furthered addressed, and effective techniques identified and 
shared. This information would be pivotal for both the learners and those who work with 
them. 
 
Implications for Further Research – Adult Education  
This study presented an avenue to better understand failure from the adult 
learners’ perspective. In particular, it expanded research on learning through failure in 
higher education and added to studies conducted with a specific demographic of adult 
learners. While research regarding learning from experience is prevalent throughout the 
education literature – including service-learning, teaching and learning, and continuing 
education – this study added another context to examine student success. Furthermore, it 
allowed exploration into areas of working with adult learners and their experiences at 
community college, eventually lending itself to more informed and targeted 




Lastly, this study was conducted through the lens of learning through experience 
and has a constructivist view. Through the lens of transformative learning, one can better 
understand the reverse transfer experience through the learner’s “critical reflection” and 
“critical discourse” (Mezirow, 2006), truly examining reverse transfer experience through 
the learners’ “disorienting dilemma, meaning schemes, meaning perspectives, perspective 
transformation, frame of reference, levels of learning processes, habits of mind, and 
critical self-reflection” (Kitchenham, 2008, p. 105). Likewise, examining the reverse 
transfer experience through the lens of self-directed learning enabled focus on how 
reverse transfer students exercise “autonomy” and “self-management” (Candy, 1991) in 
their learning process. These lenses may provide alternative knowledge of these learners’ 
educational pursuits.  
 
Implications for Further Research – Higher Education  
There are several implications for further study in the realm of higher education. 
In times of budget concerns, colleges search for ways to bring in more students and 
reverse transfer students may provide both community colleges and four-year institutions 
a population they can recruit to bolster enrollment needs. Research could focus on 
success upon returning to the four-year institution, which support mechanisms are needed 
for these students to succeed, ways to develop entry programs for reverse transfer 
students at the community college, and exploration of programs among community 
colleges and four-year institutions for this specific population. 
Based on this study, further research should be conducted on the success of 
reverse transfer students upon returning to the four-year institution. Several participants 
have enrolled in or graduated from a four-year institution and discussed their success. 
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Participants currently working were more reflective in their responses associated with 
end goals and long-term goals, while those who graduated and transferred described their 
grit and resilience at the most often. However, a more comprehensive study could be 
conducted to examine if their learning to succeed and navigate opportunities at the 
community college translates to the four-year college and work experiences. 
An opportunity for research on entry programs at the community college for this 
population is apparent. Findings revealed participants searched for entry points to 
continue their education. Added research in this area could inform the development of 
seamless opportunities for reverse transfer students and could support mechanisms for 
clarifying expectations and outcomes. 
There also seems to be an opportunity to further explore reverse transfer students’ 
experiences at the four-year institutions leading up to their dismissal or stop out. In some 
instances, participants described how the four-year institution was not helpful during their 
time there or resources were not advertised or marketed. Exploration of these experience 
could offer a perspective that would help retain these students before they stop out or are 
dismissed.  
Finally, program development research should be conducted on partnership 
between four-year institutions and community colleges to best meet the needs of reverse 
transfer students. In a time of enrollment and budget concerns, the reverse transfer 
phenomenon could serve as a vehicle to recoup human capital (Sugarman, 1967). 
Furthermore, an articulation or Memo of Understanding between campuses would 
provide smooth transition and transfer between the institutions while maintaining a sound 





         The study’s findings present opportunity for further research in the areas of 
reverse transfer, adult learning, and higher education. For reverse transfer, future research 
could increase insight into experiences of reverse transfer students in settings beyond the 
urban community college, the role of emotion, and experiences of those who work with 
this population (faculty, counselors, administrators, etc.).  Next, further research was 
suggested for adult learning to deepen analysis of learning from failure, working with 
adult learners at the community college, and viewing the reverse transfer experiences 
through various adult education lenses. Finally, further higher education research should 
include assessment of formal relationships between four-year institutions and community 







Based upon the findings of this study, the researcher’s assumptions were 
revisited. Referring to the researcher’s first assumption, findings confirmed there were 
strong emotional responses to reverse transfer students’ initial academic failure. 
However, it was not assumed that the emotional impact of failure would extend to those 
close to reverse transfer students. These emotional reactions were felt by the participants’ 
parents, siblings, children, and/or significant others. Moreover, the roles emotions played 
in motivating students to continue on a timely educational journey, and the varying 
duration of time required for participants to move past negative responses to failure, were 
not apparent at the start of the study.  
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Secondly, findings corroborated that support systems and personal attributes 
influenced the persistence and success of these students. Yet, what emerged were the 
particular characteristics that were critical for these participants to persist.  Characteristics 
such as resilience, grit, and self-efficacy emerged from these participants’ narratives and 
provided the means for success at the community college by promoting the knowledge 
construction and skill development needed to foster learning.  
Although support systems were assumed to be critical in student persistence, what 
participants revealed was how support systems failed them at their previous institutions. 
Participants applied these previous negative college experiences to their second chance 
opportunity at the community college, revealed through how they reflected on these poor 
experiences and took advantages of resources and supports at the community college.  
Another assumption proposed that reverse transfer students reflected on their 
previous college experiences. While the findings solidified this, it was clear that the mere 
acknowledgement of reflection failed to convey the full extent of these students’ 
reflective practice.  Participants described reflecting on emotions surrounding failure and 
previous college experiences as part of reevaluating what went right and what went 
wrong. Moreover, their previous college knowledge provided context to the higher 
education experience and associated expectations. These previous college experiences 
served as benchmarks in their pursuit of education.  
Next, it was assumed participants of this study would speak honestly and 
accurately about their higher education journey. In fact, many participants provided in-
depth narratives of their experiences and spoke candidly, often to the point of surprise 
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and shock when stories of depression, suicidal ideations, and prostitution were shared, 
generating glimpses into the extensive complexities of these participants’ lives.  
Finally, it was assumed examining three different subgroups of reverse transfer 
students at various points of their success (earned 45 credits, graduated and transferred to 
a four-year institution, and graduated and were working) would provide varying 
perspectives. However, the subgroup findings were not as significant as originally 
thought. While there were variations in responses based upon where the participants were 
in the reverse transfer experience, the sample size was not large enough to show 







The progression of this study, dissertation process, and overall journey was both 
thrilling and challenging and highlighted several core impressions for the researcher. 
 
Affirmation of Qualitative Research  
One of the things that stood out the most was the importance of using qualitative 
methodologies. The interview process strongly resonated with me as the narratives, 
struggles, achievements, and personal accomplishments of participants opened my eyes 
to the various journeys adult learners take and how they define success. Their stories 






Surprise at the Participants’ Candor 
I appreciated the genuineness and directness surrounding the perspective each 
participant provided. Each narrative was so unique and the stories amazed me. 
Participants were very open and honest about their experiences – the difficult experiences 
they encountered, struggles they overcame, and their paths towards success. Similarly, 
the discovery of themes was also impactful as I looked to mirror the participants’ 
candidness in this study’s narrative, findings, and conclusions.  
 
Curiosity About the Utility of Other Adult Learning Lenses 
Utilizing learning from experience as the central adult learning lens informing this 
study made the most sense for this research. Nonetheless, I am curious as to how a 
different adult learning lens would impact findings, conclusions, and recommendations. 
How different might findings crafted through transformative learning or self-directed 
learning lenses be? Similarly, would using phenomenology, grounded theory, or 
ethnography have allowed participants to be as candid as they were through the case 
study design.   
 
Skewed Perspective 
As previously mentioned, the participants were volunteers and presented 
successful experiences. It would be interesting to hear the narratives of those who were 
not successful in their second chance opportunity. Perhaps these perspectives would 





Shift from Higher Education Lens to Adult Learning 
Lastly, I struggled early in the dissertation process to view this research through 
the adult learning lens. As a higher education practitioner, I initially struggled to shift my 
perspective to that of adult learning. As I think about future iterations of this research and 
opportunities for further study, there are opportunities to further expand this research 
through the original lens of higher education.  
Overall, this has been an amazing journey marked by struggles and 
accomplishments. I appreciate the participants’ stories, as well as the systems and 
individuals who supported me through this journey. I look forward to continuing this 
research for application in various areas of adult learning and higher education. As higher 
education and adult learning continue to define student success, the reverse transfer 
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Preliminary Coding Scheme  
 
Themes Key Concepts Origin 







Personal Growth  Identity  
 Meaning Making 
 Relationships 






Engagement  Previous History of 
Engagement 
 Support (System / Personal) 










































Dear New Start Student, 
  
My name is Brian R. Mitra and I am the Dean of Student Affairs at Kingsborough 
Community College. I am conducting a study on reverse transfer students/New Start 
students (students who start at a four-year, experience academic difficulty, and then 
transfer to a community college) and would like to invite you to participate. The study is 
looking at how reverse transfer students perceive their reverse transfer experience, 
overcome failure, and learn to navigate and succeed at the community college. 
Below you will find a link to a short survey asking questions and demographic 
information that many help us to understand this experience. The responses are 
confidential and will be used to create themes to further explore in the next phase of the 
study. The recruitment survey will be open for a month; you will receive a reminder 
email about the tool two weeks after the initial outreach. 
At the conclusion of the survey, you will be asked if you would like to participate in an 
interview (60-90 minutes) and/or focus group (60-90 minutes) to further discuss your 
reverse transfer experience and how you have succeeded at Kingsborough. If you would 






Thank you for your time and consideration in helping us answer this important question. 
If you have any questions regarding this survey, please contact do not hesitate to contact 
me Brian R. Mitra brian.mitra@kbcc.cuny.edu. 
 
Brian R. Mitra 
Dean of Student Affairs 
Kingsborough Community College 
2001 Oriental Blvd, Brooklyn, NY 11235 


















Teachers College, Columbia University 
525 West 120th Street 
New York NY 10027 
212 678 3000 
www.tc.edu 
Principal Investigator: Brian R. Mitra 
Research Title: Ready for a New Start? A Case Study of Student Experiences Who Transfer from 
Four-Year Institutions to Community Colleges 
ONLINE INFORMED CONSENT 
 
DESCRIPTION OF THE RESEARCH:  
 
Over the past four decades, a student population known as reverse transfer students (students who 
face academic dismissal from a four-year college and go on to a community college) has grown at 
community colleges. You are invited to participate in a study on the experiences of reverse 
transfer students. If you agree to participate, we will ask you to participate in an online survey. 
This survey will ask you questions regarding your college journey and any factors that may have 
contributed to your success or difficulty. The survey should take twenty (20) minutes to complete. 
At the conclusion of the survey, you will be asked if you would like to participate in an interview 
(60-90 minutes) to further discuss your reverse transfer experience and how you have succeed at 
the community college. If you would like to participate, you will be asked to include contact 
information. At any point, you can decline to answer a question, request that previous comments 
be deleted, or withdraw from the study. 
 
RISKS AND BENEFITS:  
 
The risks of participating in this study are minimal. You will be asked to reflect on an experience 
that may have been difficult for you, which may cause feelings of discomfort or shame.  In the 
event of distress related to the topic, appropriate referrals and resources will be provided. There 




There are no payments or other compensation for participation in the study. 
 
DATA STORAGE TO PROTECT CONFIDENTIALITY:  
 
All responses will be stored in password-protected files on the researcher’s personal computer, 
which is also password-protected.  All data will be de-identified prior to analysis and publication. 
 
TIME INVOLVEMENT:  
 




HOW WILL RESULTS BE USED:  
 
The results of the study will be used to complete the researcher’s dissertation and may be 
presented at conferences, published in articles, or used for educational purposes. 
 
PARTICIPANT'S RIGHTS 
 My participation in research is voluntary. I may refuse to participate or withdraw 
from participation at any time without jeopardy to future medical care, 
employment, student status or other entitlements.  
 The researcher may withdraw me from the research at his/her professional 
discretion.  
 If, during the course of the study, significant new information that has been 
developed becomes available which may relate to my willingness to continue to 
participate, the investigator will provide this information to me.  
 Any information derived from the research project that personally identifies me 
will not be voluntarily released or disclosed without my separate consent, except 
as specifically required by law.  
 If at any time I have any questions regarding the research or my participation, I 
can contact the investigator, who will answer my questions. The investigator's 
contact number is 516-384-3019 or email bm2527@tc.columbia.edu .  
 If at any time I have comments or concerns regarding the conduct of the research 
or questions about my rights as a research subject, I should contact Teachers 
College, Columbia University, the Institutional Review Board (IRB). The phone 
number for the IRB is (212) 678-4105 or I can write to the IRB at Teachers 
College, Columbia University, 525 W. 120th Street, New York, NY, 10027, Box 
151.  




By clicking “Next", I agree that I have read the above and wish to participate in this study. 
 
 





Indicate which community college you are affiliated with: 
 




Indicate any other college or university you have attended: 
 
What was your grade point average (GPA) upon dismissal from the senior college (4-year 
institution)? 
 





While attending your previous four-year college, were you employed? ○ Yes ○ No 
 
If yes: 
How many hours did you work a week?  
When arranging your weekly schedule, which was more important?    ○ School
 ○Work 
 
While attending the community college, are/were you employed? ○ Yes ○ No 
 
If yes: 
How many hours do/did you work a week?  







While attending your previous four-year college, what were your other obligations or 
responsibilities (i.e. did you have to take care of any family members, did you have any 




While attending the community college, what are/were your other obligations or 
responsibilities (i.e. do/did you have to take care of any family members, do/did you have 






Indicate which category best describes you currently (please only select one): 
 
o Enrolled at a community college with 45 credits or more towards completion of 
the associates degree 
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o Graduated from community college and transferred to a four-year institution 
o Graduated and entered full time employment 
 
 
CRITICAL INCIDENT QUESTIONS 
 
Think back to when you first learned you were dismissed from the four-year institution. 
Please share that experience in as much detail as possible, describe the moment you 
learned of your dismissal, the feelings that you had and what you made of it, the people 
involved, the feelings you experienced, and your and other people’s reaction to your 
dismissal.  
 
Please share an experience at the community college when you realized that you could be 
successful. What did you learn that allowed you to be successful at the community 
college? In as much detail as possible, describe the exact event, the people involved, the 
feelings you experienced, and your and other people’s reaction to the moment.  
 
 




o White – Not Hispanic or Latino 
o Black or African American 
o American Indian or Alaska Native 
o Asian  
o Native Hawaiian or Pacific Islander 
o Hispanic or Latino 








o Rather Not Indicate 
 
STUDY PARTICIPATION 
Would you like to participate in the study of the reverse transfer experience? ○ YES
 ○ NO 
 
If yes, a follow up email will be sent to you via the contact information provided. It will 
















If yes, do you give us permission to access your community college transcript? ○ YES
 ○ NO 
 
*Contact information is for administrative purposes only and will not be associated with 








Thank you for participating in the Reverse Transfer Recruitment Tool. Your responses 
are valuable and will add perspective to this study. Your responses are confidential. If 
you wish to stay up to date with the study or have any further questions, please contact 
the Principle Investigator:  

































Interview Question Probing Question 
Describe to me what it was like when you found out you were 
dismissed from X college.  
Walk me through that experience. 
 What were you feeling? 
 What did you do? 
 Who did you speak to? Why? 
What was most difficult about that experience?   What stuck out to you the most? 
 Why was it so difficult?  
How did you come to the decision to return to school?  
 
 How long did it take you to decide you wanted to return? 
 How did you go about it? 
 What were your emotions/feelings during this process? 
 How did you time your return? 
 What were the factors and circumstances that led to your 
decision? 
What was it like when you first started the community 
college? 
 What resources did you utilize?  
 What were you feeling? Emotions? 
Once at the community college, what helped your progress at 
the community college?  
 Where there specific people you spoke to at the community 
college? 
 Did you take part in any programs? 
 Did you connect to anyone at the CC? 
What hindered your progress at the community college?  Could you describe? 
What do you think has lead you to more success at the 
community college then the four-year college? 
What did you need to discover or find out in order to be 
successful at the community college? 
 
 Why? 
 Who did you talk to you? 
 What were the reasons why you spoke to those individuals? 
 What were some of the things you considered or thought 
about during this time? 
What, if anything, did you do differently at the community 
college? 
 What made you choose to do these things differently?  
How would you describe your experience at the community 
college versus that at the four-year college? 
 Why? 
 What sticks out to you the most? 
Based upon your reverse transfer experience, is there anything 
you would have done differently at the four-year school? 
 Why? 
 What made you want to do it differently at the community 
college? 
If you were in a position to develop a program for reverse 
transfer, what would you want to implement? 
 Why do you believe it is important? 
What advice would you tell students at the four-year 
college/university who may face similar academic difficulty?  
 What would you tell them? 
 Why would you give them that advice? 
** FOR STUDENTS WHO ARE ENROLLED AT A COMMUNITY COLLEGE 
WITH SUPPORT FOR REVERSE TRANSFER STUDENT** 
What, if any, did the support you receive from X program 
help in your success here at the community college? 
 Please describe these supports 
Did X program hinder your progress?   Please explain how it hindered your progress? 
What did you appreciate the most about X program?  Please describe. 
Where there any challenges you experienced by participating 
in  X program? 







Teachers College, Columbia University 
525 West 120th Street 
New York NY 10027 





DESCRIPTION OF THE RESEARCH:  
 
Over the past four decades, a student population known as reverse transfer students 
(students who face academic dismissal from a four-year college and go on to a 
community college) has grown at community colleges. You are invited to participate in a 
study on the experiences of reverse transfer students. Participation in the study involves 
one interview lasting approximately 60-90 minutes. The interview will be informal and 
will be audio recorded. During the interview, you will be asked a series of questions 
about a) your reverse transfer experience, b) dismissal from a four-year college, c) ability 
to overcome failure, and d) how you succeeded at the community college. At any point, 
you can decline to answer a question, request that previous comments be deleted, or 
withdraw from the study. 
 
RISKS AND BENEFITS:  
 
The risks of participating in this study are minimal. You will be asked to reflect on an 
experience that may have been difficult for you, which may cause feelings of discomfort 
or shame.  In the event of distress related to the topic, appropriate referrals and resources 




There are no payments or other compensation for participation in the study. 
 
DATA STORAGE TO PROTECT CONFIDENTIALITY:  
 
Participants of the study will be assigned a pseudonym to mask their identity and remain 
anonymous. All materials, including notes, data materials, etc. will be stored in the 
researcher’s home computer and protected by password. Following transcription, the 
audio files will be deleted.  
 
TIME INVOLVEMENT:  
 
Your participation will take approximately 60-90 minutes.  
 
HOW WILL RESULTS BE USED:  
 
The results of the study will be used to inform the researcher’s dissertation research for 
completion of a doctoral degree in adult learning.  Additionally, findings may be used for 






Teachers College, Columbia University 
525 West 120th Street 
New York NY 10027 
212 678 3000 
www.tc.edu 
PARTICIPANT'S RIGHTS 
Principal Investigator: Brian R. Mitra 
Research Title: Ready for a New Start? A Case Study of Student Experiences Who 
Transfer from Four-Year Institutions to Community Colleges 
I have read and discussed the research description with the researcher. I have had the opportunity 
to ask questions about the purposes and procedures of this study.  
 My participation in research is voluntary. I may refuse to participate or withdraw from 
participation at any time without jeopardy to future medical care, employment, student 
status or other entitlements.  
 The researcher may withdraw me from the research at his/her professional discretion.  
 If, during the course of the study, significant new information that has been developed 
becomes available which may relate to my willingness to continue to participate, the 
investigator will provide this information to me.  
 Any information derived from the research project that personally identifies me will not 
be voluntarily released or disclosed without my separate consent, except as specifically 
required by law.  
 If at any time I have any questions regarding the research or my participation, I can 
contact the investigator, who will answer my questions. The investigator's contact 
number is 516-384-3019 or email bm2527@tc.columbia.edu .  
 If at any time I have comments or concerns regarding the conduct of the research or 
questions about my rights as a research subject, I should contact Teachers College, 
Columbia University, the Institutional Review Board (IRB). The phone number for the 
IRB is (212) 678-4105 or I can write to the IRB at Teachers College, Columbia 
University, 525 W. 120th Street, New York, NY, 10027, Box 151.  
 I should receive a copy of the Research Description and this Participant's Rights 
document.  
 I consent to be audio/video taped. The written, video and/or audio taped materials will be 
viewed only by the principal investigator and members of the research team.  
 My signature means that I agree to participate in this study.  

























2. Summarize information you received (or did not receive) for each question: 
 































Final Coding Scheme  
 
SQ 1. How do reverse transfer students describe the impact of their reverse transfer experience in 
succeeding at the community college? 
THEMES SUB THEMES CODE 
SOURCE 
AUTHORS 





ashamed/embarrassed  X X X 
Boud et al. (1985, 1996); 
Jarvis (2001); York-Barr 
et al. (2001) 
afraid X X X 
depressed X X X 
disappointed X X X 
failed others X X   
felt like a failure X X X 
heartbroken/upset X X X 
loss of hope X X X 
lost opportunity  X X X 





ashamed/embarrassed  X X   
Boud et al. (1985, 1996); 
Jarvis (2001); York-Barr 
et al. (2001) 
disappointed X X   
supportive X X   
Personal Growth 
honed skills X X X Weil and McGill (1989); 
Boud et al. (1985, 1996); 
Beard & Wilson (2002); 
York-Barr et al. (2001)   
received additional training outside of 
college (work, internship, etc.) 
X X X 





did not let previous failure stop them X X X Kolb (1984); Beard & 
Wilson (2002); York-
Barr et al. (2001) found a second chance opportunity at 
higher ed 
X X   
Hope/Grit 
demonstrated effort in getting back to 
higher ed 
X X   Snyder (1995), 
Grasgreen (2012), 
Snyder et al. (2002), Day 
et al. (2010), Rand et al. 
(2011), Ciarrochi et al. 
(2007), Duckworth et al. 
(2007)  
perseverance & passion for education 
attainment  
X X X 
focus on end goal X X X 
did whatever it took to get back in 
higher education 
  X   
optimism of what lies ahead X X   
Long-term 
Goals 
decided that education was 
needed/important  
  X X 
Bandura (1997), 
Duckworth et al. (2007) , 
Mangan (2012), Day et 
al. (2010), Sommers et 
al. (2001); York-Barr et 
al. (2001) 
took necessary time away from college 
to ensure they were ready for college  




finally took responsibility and wanted 
to do something about it 
  X X 
Bye et al. (2007); van 
Dinter et al. (2011); 
Bouffard-Bouchard 
(1990); Lent, Brown, & 
Hackett (2002); 
Linnerbrink & Pintrich 
(2003); Pintrich & 




researched further higher ed 
opportunities  
X X   
prove people wrong X X   
support & push from family/friends   X X X 
Persistence 
failure will not define/stop me X X   van Dinther et al. (2011), 
Pajares (1996; 2006), 
Schunk (1995, 2003) 
this is not the end X X X 
work through this set back X X X 
Self-Assessment 
I need help/assistance  X X X 
Bandura (1997); van 
Dinther et al. (2011), 
Palmer (2006), Bong and 
Skaalvik (2003)  
soul searching/ what is my meaning  X X   
what are my goals  X X  X 




SQ 2. What do reverse transfer students report as the experiences and learning needed to enable success at 











participation in campus programs 
(New Start program, Honors, etc.) 
X X X 
Chaves (2006); 
Tinto (1993); Astin 
(1984); Kolb (1984) participation in class X X X 
networking with faculty, staff, 
etc. 
X X X 
Problem 
Solving 
ability to determine the right 
opportunities for myself 
X X X 
Kolb (1984); York-
Barr et al. (2001) 
realize when poor habits return 
and stop those habits 
  X   
recognition of events or activities 
that will benefit them 
  X X 
ability to take advantage of things 
provided by faculty/staff and 
apply to their betterment  
X X   
Vulnerability  
asking professors/staff for help X X   
Kolb (1984); York-
Barr et al. (2001) 
looking for resources  X X X 
seeking opportunities to give back 
given this second chance  
X X   
allowed myself to be immersed in 
the college experience  




balance personal life and school   X   
Boud and Walker 
(1991), Dirkx (2001); 
Kolb & Kolb (2005) 
ability to prioritize  X X   
not make the same mistakes X X X 
be honest with yourself    X   
Focus 
took care of things to finish 
college 
  X   
Duckworth et al. 
(2007), Boud and 
Walker (1991), Dirkx, 
2001 
put in the work to get good grades X X   
took college more seriously   X   
put my mind into it   X X 
be more disciplined  X X X 
accomplish a goal I originally set 
out for 





supportive faculty & staff X X X 
Boud, Cohen, & 
Walker (1993); 
Fenwick (2003); 
Dewey (1938); Welton 
(1993) 
welcoming campus space X X 
  
  
various views of what success is   X X 
institution commitment to its 
students 
X X   
flexibility of schedule/variety of 
classes 
  X   
Opportunity 
took honor courses X X   Fenwick (2003); 
Nicolaides & Yorks 
(2008); Beard & 
Wilson (2002) 
chance to lead group or other 
students in class, projects 
  X   
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selected by faculty/staff for 
various internships, programs, 
etc. 
X X X 
realize the importance of the 2nd 
chance at higher education 
  X   
chance for a new beginning at 
higher education  















SQ 3. What and how do reverse transfer students learn to navigate opportunities at a community college? 
THEMES SUB THEMES CODE 
SOURCE 
AUTHORS 





think about my prior 
college experiences  
X X X 
Jarvis (2006), Boud et al. 
(1991), Boud (2005) know the importance of 
asking for help 
X X  
Contextual 
Knowledge 
my own limitations   X X 
Jarvis (2001) 





have the confidence in 
myself with education 
X X X Boud, Cohen, & Walker 
(1993); Schön (1983); 
Osterman & Kottkamp 
(2004)  
needed to participate more 
in my educational process 
  X X 
Sense of 
Belonging 
feeling connected to 
faculty, staff, and/or the 
college 
X X X 
Kolb (1984); Strayhorn 
(2012) felt like I mattered X X X 
I contributed to my 
education 





where I can hone skills 
X X X 
Jarvis (2001; 2006), 
Merriam et. al., 2007 participated in activities 
outside of my comfort zone 
  X X 
Interaction with 
Others 
guidance from faculty & 
staff 
X X X 
Roberts, 2006; Nicolades & 
Yorks, 2008 
getting to know faculty & 
staff 
X X   
participated in activities, 
projects, events, research 
X X   
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SQ 4.   What hinders academic progress of reverse transfer students during their time at a community 
college? 
 
THEMES SUB THEMES CODE 
SOURCE 
AUTHORS 




program not suitable for 
evening students 




semester set-up   X   
remedial courses X X   
took courses I didn't need   X   
information wasn't clear 
when I applied  
X X   
Location 




needed to take several trains 
& buses to get to campus 
X X   
accessibility without a car   X   
Poor 
Communications 
given the wrong 
information  









knew too many people who 
went there 
  X   
thought it wasn't a good 
school because it was a CC 
X X   
PERSONAL 
FACTORS 
Fear of Failure 
Again 
fell into same habits X X   
Beard & Wilson 
(2002) anxiety of starting school   X   
failed my first test X X   
Lack of 
Confidence 
worried I couldn't do the 
work 
X X   
Beard & Wilson 
(2002) thought I couldn't succeed 
in college 






Key Concepts/Words from Interviews 
  
Classification Participant 
How do reverse 
transfer students 
describe the impact 
of their reverse 
transfer experience 
in succeeding at the 
community college? 






to enable success 
at the CC? 
What and how do 
reverse transfer 
students learn to 
navigate 
opportunities at a 
CC? 
What hinders the 
academic progress of 
reverse transfer students 
during time at the CC? 
Enrolled in CC 
- 45 credits + 
Abe 
disappointed; saw it 
coming; education 




Ask for help, look 
for help/support 
  
Enrolled in CC 
- 45 credits + 
Andrea 
Scared; let parents 
down 
Know I’m not 
alone (other in 
same situation); 
put in time and 
effort; failing is 
OK 






about major, location was 
far 
Enrolled in CC 
- 45 credits + 
Brienne 
Lost; first one to go to 
college; frustrated; 










Enrolled in CC 
- 45 credits + 
Carl 
Knew it was coming; 
wasn’t surprised; 
school was important 
to advance 
Real world exp; 
focus 
Look for help   
Enrolled in CC 
- 45 credits + 
Carol 
Embarrassed; school 






faculty; asking for 
help; looking for 
support 
Poor communication 
Enrolled in CC 
- 45 credits + 
Daryl 
Left for family 
reasons; grades 
weren’t good 
Learn about self 
Connect with 





Enrolled in CC 
- 45 credits + 
Dawn 
Left for family 
reasons; grades 
weren’t good 
Learn about self 
Connect with 
program for support 
  
Enrolled in CC 
- 45 credits + 
Eugene 
Dropped out cause of 
medical problem; 




Connection to staff 
and faculty; want to 
succeed; know 
where resources are 
  
Enrolled in CC 
- 45 credits + 
Glenn 
Terrified; didn’t want 










How do reverse 
transfer students 
describe the impact 
of their reverse 
transfer experience 
in succeeding at the 
community college? 






to enable success 
at the CC? 
What and how do 
reverse transfer 
students learn to 
navigate 
opportunities at a 
CC? 
What hinders the 
academic progress of 
reverse transfer students 
during time at the CC? 
Enrolled in CC 




important and would 









Enrolled in CC 
- 45 credits + 
Olivia  
Nervous/embarrassed/ 
failure/ left on my 
own – pregnant 
Ask for help; felt 
supportive 
Connection with 
faculty/ new start 
program 
  
Enrolled in CC 
- 45 credits + 









Enrolled in CC 












Enrolled in CC 
- 45 credits + 
Shae 







resources; be ok to 
ask questions 
  
Enrolled in CC 
- 45 credits + 
Sophia 





knowing the cc 
Supportive faculty; 
know what 





Difficult; never failed 
before; embarrassed 
Context of the 
community 
college; schedule 
Took advantage of 
program GI Bill; 





















Knew it was coming; 
expected; chapter 











How do reverse 
transfer students 
describe the impact 
of their reverse 
transfer experience 
in succeeding at the 
community college? 






to enable success 
at the CC? 
What and how do 
reverse transfer 
students learn to 
navigate 
opportunities at a 
CC? 
What hinders the 
academic progress of 
reverse transfer students 












Devastating; felt like 
he wasn’t the in the 








Close with faculty; 





























Learn to ask for 
help; put in work 
Made connections; 
took advantage of 
programs/resources; 

































Knew it was coming; 








































































































CI Perceived Emotions of Others  
 
Respondent Subgroup 
EMOTIONS (OTHERS)   
Ashamed/ 
Embarrassed 
Disappointed Supportive Total Responses  
            
6 Enrolled in CC - 45 credits +   X   1 
12 Enrolled in CC - 45 credits +     X 1 
13 Enrolled in CC - 45 credits + X X   2 
14 Enrolled in CC - 45 credits +   X   1 
15 Enrolled in CC - 45 credits +       0 
16 Enrolled in CC - 45 credits +       0 
17 Enrolled in CC - 45 credits +       0 
19 Enrolled in CC - 45 credits +     X 1 
21 Enrolled in CC - 45 credits +       0 
22 Enrolled in CC - 45 credits +   X   1 
23 Enrolled in CC - 45 credits + X     1 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits +       0 
27 Enrolled in CC - 45 credits +       0 
28 Enrolled in CC - 45 credits +       0 
30 Enrolled in CC - 45 credits +       0 
31 Enrolled in CC - 45 credits +       0 
32 Enrolled in CC - 45 credits + X     1 
33 Enrolled in CC - 45 credits +     X 1 
34 Enrolled in CC - 45 credits + X   X 2 
35 Enrolled in CC - 45 credits +       0 
36 Enrolled in CC - 45 credits +       0 
37 Enrolled in CC - 45 credits +       0 
38 Enrolled in CC - 45 credits +       0 
39 Enrolled in CC - 45 credits +   X   1 
40 Enrolled in CC - 45 credits +       0 
41 Enrolled in CC - 45 credits +       0 
42 Enrolled in CC - 45 credits +     X 1 
43 Enrolled in CC - 45 credits +   X   1 
44 Enrolled in CC - 45 credits +       0 
45 Enrolled in CC - 45 credits +     X 1 
46 Enrolled in CC - 45 credits +       0 
47 Enrolled in CC - 45 credits +     X 1 
48 Enrolled in CC - 45 credits + X X   2 
49 Enrolled in CC - 45 credits +       0 
50 Enrolled in CC - 45 credits + X     1 
53 Enrolled in CC - 45 credits +       0 
55 Enrolled in CC - 45 credits +     X 1 
58 Enrolled in CC - 45 credits +       0 
59 Enrolled in CC - 45 credits + X X   2 
60 Enrolled in CC - 45 credits +       0 
61 Enrolled in CC - 45 credits +       0 
62 Enrolled in CC - 45 credits + X     1 
63 Enrolled in CC - 45 credits +     X 1 
64 Enrolled in CC - 45 credits +       0 
67 Enrolled in CC - 45 credits +       0 
68 Enrolled in CC - 45 credits +   X   1 
72 Enrolled in CC - 45 credits +   X   1 
73 Enrolled in CC - 45 credits + X X   2 
74 Enrolled in CC - 45 credits +       0 
75 Enrolled in CC - 45 credits +   X   1 
77 Enrolled in CC - 45 credits + X     1 
78 Enrolled in CC - 45 credits +   X   1 
79 Enrolled in CC - 45 credits +       0 
80 Enrolled in CC - 45 credits +       0 
82 Enrolled in CC - 45 credits +       0 
84 Enrolled in CC - 45 credits +       0 
85 Enrolled in CC - 45 credits +   X X 2 
88 Enrolled in CC - 45 credits +   X   1 
90 Enrolled in CC - 45 credits +       0 
91 Enrolled in CC - 45 credits +   X X 2 
92 Enrolled in CC - 45 credits +   X   1 
93 Enrolled in CC - 45 credits +       0 
94 Enrolled in CC - 45 credits + X     1 
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97 Enrolled in CC - 45 credits + X X   2 
99 Enrolled in CC - 45 credits +       0 
100 Enrolled in CC - 45 credits +   X   1 
101 Enrolled in CC - 45 credits +       0 
104 Enrolled in CC - 45 credits +       0 
105 Enrolled in CC - 45 credits +       0 
106 Enrolled in CC - 45 credits +       0 
    N = 12 N = 19 N = 11   
    17% 27% 15%   
5 Graduated - Transfer       0 
7 Graduated - Transfer   X   1 
9 Graduated - Transfer X     1 
10 Graduated - Transfer   X   1 
11 Graduated - Transfer X   X 2 
18 Graduated - Transfer   X X 2 
25 Graduated - Transfer X   X 2 
29 Graduated - Transfer X   X 2 
52 Graduated - Transfer     X 1 
54 Graduated - Transfer       0 
56 Graduated - Transfer X X   2 
57 Graduated - Transfer       0 
65 Graduated - Transfer X   X 2 
69 Graduated - Transfer       0 
70 Graduated - Transfer       0 
76 Graduated - Transfer       0 
81 Graduated - Transfer   X   1 
83 Graduated - Transfer       0 
86 Graduated - Transfer       0 
87 Graduated - Transfer       0 
89 Graduated - Transfer       0 
95 Graduated - Transfer     X 1 
96 Graduated - Transfer   X   1 
98 Graduated - Transfer     X 1 
103 Graduated - Transfer   X   1 
107 Graduated - Transfer       0 
108 Graduated - Transfer       0 
    N = 6 N = 7 N = 8    
    22% 26% 30%   
1 Graduated - Work   X   1 
2 Graduated - Work     X 1 
3 Graduated - Work       0 
4 Graduated - Work X X   2 
8 Graduated - Work   X   1 
20 Graduated - Work X     1 
51 Graduated - Work   X   1 
66 Graduated - Work       0 
71 Graduated - Work       0 
102 Graduated - Work   X   1 
    N = 2 N = 5 N = 1    
    20% 50% 10%   
            



















CI Personal Growth  
 
Respondent  Subgroup 
PERSONAL GROWTH 
Total 
Responses  honed skills 
received additional training outside of 




            
6 Enrolled in CC - 45 credits +   X X 2 
12 Enrolled in CC - 45 credits +       0 
13 Enrolled in CC - 45 credits + X   X 2 
14 Enrolled in CC - 45 credits +   X   1 
15 Enrolled in CC - 45 credits + X     1 
16 Enrolled in CC - 45 credits +       0 
17 Enrolled in CC - 45 credits + X   X 2 
19 Enrolled in CC - 45 credits +       0 
21 Enrolled in CC - 45 credits + X   X 2 
22 Enrolled in CC - 45 credits +       0 
23 Enrolled in CC - 45 credits +     X 1 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits +       0 
27 Enrolled in CC - 45 credits +   X   1 
28 Enrolled in CC - 45 credits + X X   2 
30 Enrolled in CC - 45 credits +     X 1 
31 Enrolled in CC - 45 credits + X     1 
32 Enrolled in CC - 45 credits +   X   1 
33 Enrolled in CC - 45 credits + X X   2 
34 Enrolled in CC - 45 credits +       0 
35 Enrolled in CC - 45 credits + X     1 
36 Enrolled in CC - 45 credits +     X 1 
37 Enrolled in CC - 45 credits + X X   2 
38 Enrolled in CC - 45 credits +   X X 2 
39 Enrolled in CC - 45 credits +     X 1 
40 Enrolled in CC - 45 credits + X     1 
41 Enrolled in CC - 45 credits + X X   2 
42 Enrolled in CC - 45 credits +       0 
43 Enrolled in CC - 45 credits +   X X 2 
44 Enrolled in CC - 45 credits +       0 
45 Enrolled in CC - 45 credits + X     1 
46 Enrolled in CC - 45 credits +       0 
47 Enrolled in CC - 45 credits + X   X 2 
48 Enrolled in CC - 45 credits + X X   2 
49 Enrolled in CC - 45 credits +       0 
50 Enrolled in CC - 45 credits +   X   1 
53 Enrolled in CC - 45 credits + X X   2 
55 Enrolled in CC - 45 credits +       0 
58 Enrolled in CC - 45 credits +     X 1 
59 Enrolled in CC - 45 credits +     X 1 
60 Enrolled in CC - 45 credits + X X   2 
61 Enrolled in CC - 45 credits + X   X 2 
62 Enrolled in CC - 45 credits +   X   1 
63 Enrolled in CC - 45 credits +   X   1 
64 Enrolled in CC - 45 credits +       0 
67 Enrolled in CC - 45 credits +     X 1 
68 Enrolled in CC - 45 credits + X     1 
72 Enrolled in CC - 45 credits +   X   1 
73 Enrolled in CC - 45 credits +     X 1 
74 Enrolled in CC - 45 credits +   X X 2 
75 Enrolled in CC - 45 credits +     X 1 
77 Enrolled in CC - 45 credits +   X   1 
78 Enrolled in CC - 45 credits + X     1 
79 Enrolled in CC - 45 credits + X     1 
80 Enrolled in CC - 45 credits +   X   1 
82 Enrolled in CC - 45 credits + X     1 
84 Enrolled in CC - 45 credits +   X X 2 
85 Enrolled in CC - 45 credits +   X   1 
88 Enrolled in CC - 45 credits + X X   2 
90 Enrolled in CC - 45 credits +   X X 2 
91 Enrolled in CC - 45 credits +   X   1 
92 Enrolled in CC - 45 credits +   X   1 
93 Enrolled in CC - 45 credits + X X   2 
94 Enrolled in CC - 45 credits + X   X 2 
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97 Enrolled in CC - 45 credits +   X   1 
99 Enrolled in CC - 45 credits +       0 
100 Enrolled in CC - 45 credits + X     1 
101 Enrolled in CC - 45 credits + X     1 
104 Enrolled in CC - 45 credits +     X 1 
105 Enrolled in CC - 45 credits +   X   1 
106 Enrolled in CC - 45 credits + X     1 
    N = 27 N = 29 N = 22   
    38% 41% 31%   
5 Graduated - Transfer       0 
7 Graduated - Transfer X     1 
9 Graduated - Transfer   X X 2 
10 Graduated - Transfer       0 
11 Graduated - Transfer X     1 
18 Graduated - Transfer   X   1 
25 Graduated - Transfer X X X 3 
29 Graduated - Transfer       0 
52 Graduated - Transfer X   X 2 
54 Graduated - Transfer X     1 
56 Graduated - Transfer   X X 2 
57 Graduated - Transfer     X 1 
65 Graduated - Transfer   X   1 
69 Graduated - Transfer   X   1 
70 Graduated - Transfer X X   2 
76 Graduated - Transfer     X 1 
81 Graduated - Transfer   X   1 
83 Graduated - Transfer   X X 2 
86 Graduated - Transfer     X 1 
87 Graduated - Transfer X     1 
89 Graduated - Transfer X   X 2 
95 Graduated - Transfer       0 
96 Graduated - Transfer X     1 
98 Graduated - Transfer   X X 2 
103 Graduated - Transfer X     1 
107 Graduated - Transfer     X 1 
108 Graduated - Transfer     X 1 
    N = 10 N = 10 N = 12   
    37% 37% 44%   
1 Graduated - Work X     1 
2 Graduated - Work X     1 
3 Graduated - Work X     1 
4 Graduated - Work       0 
8 Graduated - Work   X X 2 
20 Graduated - Work   X   1 
51 Graduated - Work     X 1 
66 Graduated - Work X X   2 
71 Graduated - Work     X 1 
102 Graduated - Work   X X 2 
    N = 4 N = 4 N = 4   
    40% 40% 40%   
            



















CI Ability to Bounce Back from Failure 
 
Respondents  Subgroup 
ABILITY TO BOUNCE BACK FROM FAILURE 
Total Responses  
did not let previous failure stop 
me 
found a second chance 
opportunity at higher education 
          
6 Enrolled in CC - 45 credits + X X 2 
12 Enrolled in CC - 45 credits +     0 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits +   X 1 
15 Enrolled in CC - 45 credits + X   1 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits + X   1 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits + X   1 
23 Enrolled in CC - 45 credits +     0 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits + X X 2 
27 Enrolled in CC - 45 credits + X X 2 
28 Enrolled in CC - 45 credits + X   1 
30 Enrolled in CC - 45 credits +     0 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits +     0 
33 Enrolled in CC - 45 credits + X X 2 
34 Enrolled in CC - 45 credits +   X 1 
35 Enrolled in CC - 45 credits +     0 
36 Enrolled in CC - 45 credits +     0 
37 Enrolled in CC - 45 credits +     0 
38 Enrolled in CC - 45 credits +   X 1 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits +     0 
41 Enrolled in CC - 45 credits +     0 
42 Enrolled in CC - 45 credits + X   1 
43 Enrolled in CC - 45 credits + X   1 
44 Enrolled in CC - 45 credits +   X 1 
45 Enrolled in CC - 45 credits +     0 
46 Enrolled in CC - 45 credits + X   1 
47 Enrolled in CC - 45 credits + X   1 
48 Enrolled in CC - 45 credits + X   1 
49 Enrolled in CC - 45 credits +   X 1 
50 Enrolled in CC - 45 credits + X   1 
53 Enrolled in CC - 45 credits +   X 1 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits + X   1 
59 Enrolled in CC - 45 credits +     0 
60 Enrolled in CC - 45 credits +     0 
61 Enrolled in CC - 45 credits +   X 1 
62 Enrolled in CC - 45 credits +     0 
63 Enrolled in CC - 45 credits +     0 
64 Enrolled in CC - 45 credits + X   1 
67 Enrolled in CC - 45 credits +     0 
68 Enrolled in CC - 45 credits + X   1 
72 Enrolled in CC - 45 credits +     0 
73 Enrolled in CC - 45 credits +     0 
74 Enrolled in CC - 45 credits + X   1 
75 Enrolled in CC - 45 credits +   X 1 
77 Enrolled in CC - 45 credits + X   1 
78 Enrolled in CC - 45 credits + X   1 
79 Enrolled in CC - 45 credits +     0 
80 Enrolled in CC - 45 credits + X   1 
82 Enrolled in CC - 45 credits +     0 
84 Enrolled in CC - 45 credits +     0 
85 Enrolled in CC - 45 credits + X   1 
88 Enrolled in CC - 45 credits +     0 
90 Enrolled in CC - 45 credits +     0 
91 Enrolled in CC - 45 credits +   X 1 
92 Enrolled in CC - 45 credits + X   1 
93 Enrolled in CC - 45 credits + X   1 
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94 Enrolled in CC - 45 credits +     0 
97 Enrolled in CC - 45 credits +     0 
99 Enrolled in CC - 45 credits +   X 1 
100 Enrolled in CC - 45 credits + X   1 
101 Enrolled in CC - 45 credits +     0 
104 Enrolled in CC - 45 credits + X   1 
105 Enrolled in CC - 45 credits + X   1 
106 Enrolled in CC - 45 credits +     0 
    N = 27 N = 14   
    38% 20%   
5 Graduated - Transfer     0 
7 Graduated - Transfer X X 2 
9 Graduated - Transfer     0 
10 Graduated - Transfer     0 
11 Graduated - Transfer X X 2 
18 Graduated - Transfer     0 
25 Graduated - Transfer     0 
29 Graduated - Transfer X   1 
52 Graduated - Transfer X X 2 
54 Graduated - Transfer X   1 
56 Graduated - Transfer X   1 
57 Graduated - Transfer     0 
65 Graduated - Transfer X   1 
69 Graduated - Transfer X X 2 
70 Graduated - Transfer     0 
76 Graduated - Transfer   X 1 
81 Graduated - Transfer   X 1 
83 Graduated - Transfer X   1 
86 Graduated - Transfer     0 
87 Graduated - Transfer   X 1 
89 Graduated - Transfer X   1 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer X   1 
103 Graduated - Transfer   X 1 
107 Graduated - Transfer   X 1 
108 Graduated - Transfer     0 
    N = 11 N = 9    
    41% 33%   
1 Graduated - Work X X 2 
2 Graduated - Work X   1 
3 Graduated - Work     0 
4 Graduated - Work     0 
8 Graduated - Work X   1 
20 Graduated - Work     0 
51 Graduated - Work   X 1 
66 Graduated - Work     0 
71 Graduated - Work X   1 
102 Graduated - Work     0 
    N = 4 N = 2   
    40% 20%   
          


























in getting back to 
higher education 
perseverance & passion 
for education attainment  






              
6 Enrolled in CC - 45 credits +   X X   3 
12 Enrolled in CC - 45 credits +         0 
13 Enrolled in CC - 45 credits +         0 
14 Enrolled in CC - 45 credits +       X 2 
15 Enrolled in CC - 45 credits +     X   1 
16 Enrolled in CC - 45 credits +   X     1 
17 Enrolled in CC - 45 credits + X       1 
19 Enrolled in CC - 45 credits +         0 
21 Enrolled in CC - 45 credits +         0 
22 Enrolled in CC - 45 credits +   X     1 
23 Enrolled in CC - 45 credits +         0 
24 Enrolled in CC - 45 credits +   X   X 2 
26 Enrolled in CC - 45 credits +         0 
27 Enrolled in CC - 45 credits +         0 
28 Enrolled in CC - 45 credits +         0 
30 Enrolled in CC - 45 credits +     X X 2 
31 Enrolled in CC - 45 credits +     X X 2 
32 Enrolled in CC - 45 credits +         0 
33 Enrolled in CC - 45 credits + X X X   4 
34 Enrolled in CC - 45 credits +     X X 2 
35 Enrolled in CC - 45 credits + X       1 
36 Enrolled in CC - 45 credits +   X     1 
37 Enrolled in CC - 45 credits + X       1 
38 Enrolled in CC - 45 credits + X   X   2 
39 Enrolled in CC - 45 credits +   X     1 
40 Enrolled in CC - 45 credits +       X 1 
41 Enrolled in CC - 45 credits + X   X   2 
42 Enrolled in CC - 45 credits + X       2 
43 Enrolled in CC - 45 credits +   X   X 2 
44 Enrolled in CC - 45 credits +   X     2 
45 Enrolled in CC - 45 credits + X       1 
46 Enrolled in CC - 45 credits + X X     3 
47 Enrolled in CC - 45 credits + X     X 3 
48 Enrolled in CC - 45 credits + X   X   2 
49 Enrolled in CC - 45 credits +   X     2 
50 Enrolled in CC - 45 credits + X   X X 3 
53 Enrolled in CC - 45 credits + X   X   3 
55 Enrolled in CC - 45 credits + X       1 
58 Enrolled in CC - 45 credits +   X   X 2 
59 Enrolled in CC - 45 credits + X     X 3 
60 Enrolled in CC - 45 credits +         0 
61 Enrolled in CC - 45 credits +         0 
62 Enrolled in CC - 45 credits + X   X   2 
63 Enrolled in CC - 45 credits +   X     1 
64 Enrolled in CC - 45 credits +         0 
67 Enrolled in CC - 45 credits +   X     2 
68 Enrolled in CC - 45 credits +         0 
72 Enrolled in CC - 45 credits +   X     1 
73 Enrolled in CC - 45 credits + X       1 
74 Enrolled in CC - 45 credits +         0 
75 Enrolled in CC - 45 credits +       X 1 
77 Enrolled in CC - 45 credits +       X 2 
78 Enrolled in CC - 45 credits +   X     1 
79 Enrolled in CC - 45 credits +         0 
80 Enrolled in CC - 45 credits +     X X 2 
82 Enrolled in CC - 45 credits +   X     2 
84 Enrolled in CC - 45 credits + X X   X 3 
85 Enrolled in CC - 45 credits +         1 
88 Enrolled in CC - 45 credits + X   X   2 
90 Enrolled in CC - 45 credits +         0 
91 Enrolled in CC - 45 credits +   X     1 
92 Enrolled in CC - 45 credits +         0 
93 Enrolled in CC - 45 credits +   X     2 
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94 Enrolled in CC - 45 credits +       X 1 
97 Enrolled in CC - 45 credits +   X   X 2 
99 Enrolled in CC - 45 credits +   X     1 
100 Enrolled in CC - 45 credits +     X X 2 
101 Enrolled in CC - 45 credits + X       1 
104 Enrolled in CC - 45 credits +       X 1 
105 Enrolled in CC - 45 credits + X   X   2 
106 Enrolled in CC - 45 credits +       X 1 
    N = 21 N = 22 N = 16 N = 20   
    30% 31% 23% 28%   
5 Graduated - Transfer   X     1 
7 Graduated - Transfer X X X X 4 
9 Graduated - Transfer         0 
10 Graduated - Transfer         0 
11 Graduated - Transfer X X   X 4 
18 Graduated - Transfer         0 
25 Graduated - Transfer     X   1 
29 Graduated - Transfer   X X X 3 
52 Graduated - Transfer X X     3 
54 Graduated - Transfer   X   X 2 
56 Graduated - Transfer   X     2 
57 Graduated - Transfer X X X   3 
65 Graduated - Transfer X       2 
69 Graduated - Transfer X X   X 3 
70 Graduated - Transfer     X   1 
76 Graduated - Transfer X   X   2 
81 Graduated - Transfer X       1 
83 Graduated - Transfer     X   1 
86 Graduated - Transfer     X   1 
87 Graduated - Transfer   X     1 
89 Graduated - Transfer       X 2 
95 Graduated - Transfer X   X   2 
96 Graduated - Transfer         0 
98 Graduated - Transfer         1 
103 Graduated - Transfer   X     2 
107 Graduated - Transfer X     X 2 
108 Graduated - Transfer   X     1 
    N = 10 N = 12 N = 9 N = 7   
    37% 44% 33% 26%   
1 Graduated - Work X   X   3 
2 Graduated - Work   X X X 3 
3 Graduated - Work   X     1 
4 Graduated - Work         0 
8 Graduated - Work   X   X 2 
20 Graduated - Work         0 
51 Graduated - Work   X X   2 
66 Graduated - Work         0 
71 Graduated - Work         1 
102 Graduated - Work X       1 
    N = 2 N = 4 N = 3 N = 2    
    20% 40% 30% 20%   
              
























Responses  prove people 
wrong  
researched other higher 
education opportunities  
support & push 
from 
family/friends 
            
6 Enrolled in CC - 45 credits +   X   1 
12 Enrolled in CC - 45 credits + X   X 2 
13 Enrolled in CC - 45 credits + X X   3 
14 Enrolled in CC - 45 credits +       1 
15 Enrolled in CC - 45 credits + X     2 
16 Enrolled in CC - 45 credits + X     1 
17 Enrolled in CC - 45 credits + X     1 
19 Enrolled in CC - 45 credits +       0 
21 Enrolled in CC - 45 credits +   X   1 
22 Enrolled in CC - 45 credits +       0 
23 Enrolled in CC - 45 credits +       1 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits + X     2 
27 Enrolled in CC - 45 credits + X X   3 
28 Enrolled in CC - 45 credits + X     1 
30 Enrolled in CC - 45 credits + X     2 
31 Enrolled in CC - 45 credits +       1 
32 Enrolled in CC - 45 credits +     X 1 
33 Enrolled in CC - 45 credits + X   X 2 
34 Enrolled in CC - 45 credits +     X 2 
35 Enrolled in CC - 45 credits +       0 
36 Enrolled in CC - 45 credits +   X   2 
37 Enrolled in CC - 45 credits +     X 2 
38 Enrolled in CC - 45 credits +   X   1 
39 Enrolled in CC - 45 credits + X     1 
40 Enrolled in CC - 45 credits + X     1 
41 Enrolled in CC - 45 credits +       1 
42 Enrolled in CC - 45 credits +     X 1 
43 Enrolled in CC - 45 credits +     X 2 
44 Enrolled in CC - 45 credits +       0 
45 Enrolled in CC - 45 credits +       1 
46 Enrolled in CC - 45 credits +   X   2 
47 Enrolled in CC - 45 credits +   X   1 
48 Enrolled in CC - 45 credits +     X 1 
49 Enrolled in CC - 45 credits +   X   1 
50 Enrolled in CC - 45 credits +       1 
53 Enrolled in CC - 45 credits +     X 1 
55 Enrolled in CC - 45 credits +     X 1 
58 Enrolled in CC - 45 credits +     X 1 
59 Enrolled in CC - 45 credits + X X   2 
60 Enrolled in CC - 45 credits +       0 
61 Enrolled in CC - 45 credits +   X   1 
62 Enrolled in CC - 45 credits + X X   3 
63 Enrolled in CC - 45 credits +     X 1 
64 Enrolled in CC - 45 credits +       0 
67 Enrolled in CC - 45 credits +     X 2 
68 Enrolled in CC - 45 credits +       1 
72 Enrolled in CC - 45 credits +   X   1 
73 Enrolled in CC - 45 credits +     X 1 
74 Enrolled in CC - 45 credits + X   X 3 
75 Enrolled in CC - 45 credits +       0 
77 Enrolled in CC - 45 credits +       1 
78 Enrolled in CC - 45 credits +       0 
79 Enrolled in CC - 45 credits +       1 
80 Enrolled in CC - 45 credits + X   X 2 
82 Enrolled in CC - 45 credits +     X 2 
84 Enrolled in CC - 45 credits +       1 
85 Enrolled in CC - 45 credits +     X 2 
88 Enrolled in CC - 45 credits +     X 2 
90 Enrolled in CC - 45 credits + X     1 
91 Enrolled in CC - 45 credits +     X 2 
92 Enrolled in CC - 45 credits +       0 
93 Enrolled in CC - 45 credits +   X   1 
94 Enrolled in CC - 45 credits +     X 1 
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97 Enrolled in CC - 45 credits + X X   2 
99 Enrolled in CC - 45 credits +       0 
100 Enrolled in CC - 45 credits +       0 
101 Enrolled in CC - 45 credits + X X   2 
104 Enrolled in CC - 45 credits + X     2 
105 Enrolled in CC - 45 credits +   X   1 
106 Enrolled in CC - 45 credits +     X 2 
    N = 20 N = 17 N = 22   
   28% 24% 31%   
5 Graduated - Transfer       0 
7 Graduated - Transfer X     2 
9 Graduated - Transfer     X 1 
10 Graduated - Transfer X     1 
11 Graduated - Transfer X X   3 
18 Graduated - Transfer   X   2 
25 Graduated - Transfer     X 1 
29 Graduated - Transfer     X 1 
52 Graduated - Transfer     X 1 
54 Graduated - Transfer X   X 3 
56 Graduated - Transfer X     2 
57 Graduated - Transfer       0 
65 Graduated - Transfer X     1 
69 Graduated - Transfer X   X 2 
70 Graduated - Transfer X   X 3 
76 Graduated - Transfer       1 
81 Graduated - Transfer       0 
83 Graduated - Transfer X     2 
86 Graduated - Transfer       0 
87 Graduated - Transfer X     1 
89 Graduated - Transfer     X 1 
95 Graduated - Transfer X     1 
96 Graduated - Transfer       0 
98 Graduated - Transfer       0 
103 Graduated - Transfer       1 
107 Graduated - Transfer X X   2 
108 Graduated - Transfer   X   1 
    N = 12 N = 4 N = 8   
    44% 15% 30%   
1 Graduated - Work X X   2 
2 Graduated - Work     X 1 
3 Graduated - Work       0 
4 Graduated - Work X     1 
8 Graduated - Work X     1 
20 Graduated - Work       0 
51 Graduated - Work       1 
66 Graduated - Work X     1 
71 Graduated - Work       0 
102 Graduated - Work     X 1 
    N = 4 N = 1  N = 2    
    40% 10% 20%   
            
























Responses  failure will not 
define /stop me 
work through this 
set back 
this is not the end 
            
6 Enrolled in CC - 45 credits +       0 
12 Enrolled in CC - 45 credits +       0 
13 Enrolled in CC - 45 credits +     X 1 
14 Enrolled in CC - 45 credits +     X 1 
15 Enrolled in CC - 45 credits +       0 
16 Enrolled in CC - 45 credits +       0 
17 Enrolled in CC - 45 credits +       0 
19 Enrolled in CC - 45 credits +       0 
21 Enrolled in CC - 45 credits + X     1 
22 Enrolled in CC - 45 credits +       0 
23 Enrolled in CC - 45 credits + X   X 2 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits + X     1 
27 Enrolled in CC - 45 credits +   X   1 
28 Enrolled in CC - 45 credits +       0 
30 Enrolled in CC - 45 credits +     X 1 
31 Enrolled in CC - 45 credits +       0 
32 Enrolled in CC - 45 credits + X     1 
33 Enrolled in CC - 45 credits +       0 
34 Enrolled in CC - 45 credits +       0 
35 Enrolled in CC - 45 credits +       0 
36 Enrolled in CC - 45 credits + X X   2 
37 Enrolled in CC - 45 credits +       0 
38 Enrolled in CC - 45 credits +   X X 2 
39 Enrolled in CC - 45 credits +       0 
40 Enrolled in CC - 45 credits +       0 
41 Enrolled in CC - 45 credits + X X   2 
42 Enrolled in CC - 45 credits +       0 
43 Enrolled in CC - 45 credits +       0 
44 Enrolled in CC - 45 credits +       0 
45 Enrolled in CC - 45 credits + X X   2 
46 Enrolled in CC - 45 credits +     X 1 
47 Enrolled in CC - 45 credits +       0 
48 Enrolled in CC - 45 credits +       0 
49 Enrolled in CC - 45 credits +       0 
50 Enrolled in CC - 45 credits +   X   1 
53 Enrolled in CC - 45 credits +       0 
55 Enrolled in CC - 45 credits +       0 
58 Enrolled in CC - 45 credits +       0 
59 Enrolled in CC - 45 credits +   X   1 
60 Enrolled in CC - 45 credits +       0 
61 Enrolled in CC - 45 credits +     X 1 
62 Enrolled in CC - 45 credits +       0 
63 Enrolled in CC - 45 credits + X     1 
64 Enrolled in CC - 45 credits + X   X 2 
67 Enrolled in CC - 45 credits +   X   1 
68 Enrolled in CC - 45 credits +       0 
72 Enrolled in CC - 45 credits +       0 
73 Enrolled in CC - 45 credits +       0 
74 Enrolled in CC - 45 credits + X   X 2 
75 Enrolled in CC - 45 credits +     X   
77 Enrolled in CC - 45 credits + X X   2 
78 Enrolled in CC - 45 credits +       0 
79 Enrolled in CC - 45 credits +       0 
80 Enrolled in CC - 45 credits + X X   2 
82 Enrolled in CC - 45 credits +   X   1 
84 Enrolled in CC - 45 credits +     X 1 
85 Enrolled in CC - 45 credits +   X   1 
88 Enrolled in CC - 45 credits +       0 
90 Enrolled in CC - 45 credits +   X   1 
91 Enrolled in CC - 45 credits +       0 
92 Enrolled in CC - 45 credits +     X 1 
93 Enrolled in CC - 45 credits +   X   1 
94 Enrolled in CC - 45 credits +       0 
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97 Enrolled in CC - 45 credits +       0 
99 Enrolled in CC - 45 credits +       0 
100 Enrolled in CC - 45 credits +       0 
101 Enrolled in CC - 45 credits +   X   1 
104 Enrolled in CC - 45 credits + X   X 2 
105 Enrolled in CC - 45 credits +     X 1 
106 Enrolled in CC - 45 credits +     X 1 
    N = 13 N = 15 N = 15   
    18% 21% 21%   
5 Graduated - Transfer X     1 
7 Graduated - Transfer X   X 2 
9 Graduated - Transfer   X   1 
10 Graduated - Transfer       0 
11 Graduated - Transfer X   X 2 
18 Graduated - Transfer   X   1 
25 Graduated - Transfer       0 
29 Graduated - Transfer X     1 
52 Graduated - Transfer     X 1 
54 Graduated - Transfer   X   1 
56 Graduated - Transfer X     1 
57 Graduated - Transfer X     1 
65 Graduated - Transfer       0 
69 Graduated - Transfer   X   1 
70 Graduated - Transfer X     1 
76 Graduated - Transfer   X   1 
81 Graduated - Transfer   X   1 
83 Graduated - Transfer   X X 2 
86 Graduated - Transfer       0 
87 Graduated - Transfer X     1 
89 Graduated - Transfer X     1 
95 Graduated - Transfer X     1 
96 Graduated - Transfer       0 
98 Graduated - Transfer X     1 
103 Graduated - Transfer   X   1 
107 Graduated - Transfer       0 
108 Graduated - Transfer     X 1 
    N = 11 N = 8 N = 5   
    41% 30% 19%   
1 Graduated - Work X     1 
2 Graduated - Work     X 1 
3 Graduated - Work       0 
4 Graduated - Work   X   1 
8 Graduated - Work       0 
20 Graduated - Work       0 
51 Graduated - Work X     1 
66 Graduated - Work X X   2 
71 Graduated - Work       0 
102 Graduated - Work   X   1 
    N = 3 N = 3 N = 1    
    30% 30% 10%   
            



















CI Self-Assessment  
 
Respondent  Subgroup 
SELF ASSESSMENT  
Total Responses  soul searching/ what is 
my meaning 
I need help/ assistance 
what are my 
strengths/weaknesses 
            
6 Enrolled in CC - 45 credits +       0 
12 Enrolled in CC - 45 credits + X     1 
13 Enrolled in CC - 45 credits +       0 
14 Enrolled in CC - 45 credits +       0 
15 Enrolled in CC - 45 credits + X     1 
16 Enrolled in CC - 45 credits +       0 
17 Enrolled in CC - 45 credits +   X   1 
19 Enrolled in CC - 45 credits +       0 
21 Enrolled in CC - 45 credits + X     1 
22 Enrolled in CC - 45 credits +       0 
23 Enrolled in CC - 45 credits +       0 
24 Enrolled in CC - 45 credits + X     1 
26 Enrolled in CC - 45 credits +   X X 2 
27 Enrolled in CC - 45 credits +       0 
28 Enrolled in CC - 45 credits + X     1 
30 Enrolled in CC - 45 credits +   X   1 
31 Enrolled in CC - 45 credits +       0 
32 Enrolled in CC - 45 credits + X     1 
33 Enrolled in CC - 45 credits +       0 
34 Enrolled in CC - 45 credits + X     1 
35 Enrolled in CC - 45 credits +   X   1 
36 Enrolled in CC - 45 credits +       0 
37 Enrolled in CC - 45 credits +       0 
38 Enrolled in CC - 45 credits +   X   1 
39 Enrolled in CC - 45 credits +   X     
40 Enrolled in CC - 45 credits +       0 
41 Enrolled in CC - 45 credits + X   X 2 
42 Enrolled in CC - 45 credits +       0 
43 Enrolled in CC - 45 credits +       0 
44 Enrolled in CC - 45 credits + X     1 
45 Enrolled in CC - 45 credits +       0 
46 Enrolled in CC - 45 credits +   X   1 
47 Enrolled in CC - 45 credits +       0 
48 Enrolled in CC - 45 credits +       0 
49 Enrolled in CC - 45 credits +       0 
50 Enrolled in CC - 45 credits + X     1 
53 Enrolled in CC - 45 credits +       0 
55 Enrolled in CC - 45 credits +       0 
58 Enrolled in CC - 45 credits + X     1 
59 Enrolled in CC - 45 credits +   X X 2 
60 Enrolled in CC - 45 credits +     X   
61 Enrolled in CC - 45 credits + X     1 
62 Enrolled in CC - 45 credits +       0 
63 Enrolled in CC - 45 credits +       0 
64 Enrolled in CC - 45 credits + X     1 
67 Enrolled in CC - 45 credits +       0 
68 Enrolled in CC - 45 credits + X     1 
72 Enrolled in CC - 45 credits +       0 
73 Enrolled in CC - 45 credits +       0 
74 Enrolled in CC - 45 credits + X     1 
75 Enrolled in CC - 45 credits +   X X 2 
77 Enrolled in CC - 45 credits + X     1 
78 Enrolled in CC - 45 credits +     X 1 
79 Enrolled in CC - 45 credits + X   X 2 
80 Enrolled in CC - 45 credits +   X   1 
82 Enrolled in CC - 45 credits + X   X 2 
84 Enrolled in CC - 45 credits +     X 1 
85 Enrolled in CC - 45 credits + X     1 
88 Enrolled in CC - 45 credits +       0 
90 Enrolled in CC - 45 credits + X     1 
91 Enrolled in CC - 45 credits +       0 
92 Enrolled in CC - 45 credits +       0 
93 Enrolled in CC - 45 credits +       0 
94 Enrolled in CC - 45 credits + X     1 
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97 Enrolled in CC - 45 credits +       0 
99 Enrolled in CC - 45 credits +       0 
100 Enrolled in CC - 45 credits +   X   1 
101 Enrolled in CC - 45 credits +     X 1 
104 Enrolled in CC - 45 credits +   X X 2 
105 Enrolled in CC - 45 credits +       0 
106 Enrolled in CC - 45 credits +   X   1 
    N = 21 N = 13 N = 11   
    30% 18% 16%   
5 Graduated - Transfer       0 
7 Graduated - Transfer X     1 
9 Graduated - Transfer       0 
10 Graduated - Transfer       0 
11 Graduated - Transfer X     1 
18 Graduated - Transfer   X   1 
25 Graduated - Transfer       0 
29 Graduated - Transfer X   X 2 
52 Graduated - Transfer X   X 2 
54 Graduated - Transfer   X   1 
56 Graduated - Transfer   X X 2 
57 Graduated - Transfer       0 
65 Graduated - Transfer       0 
69 Graduated - Transfer     X 1 
70 Graduated - Transfer   X   1 
76 Graduated - Transfer X X   2 
81 Graduated - Transfer X     1 
83 Graduated - Transfer X X   2 
86 Graduated - Transfer   X   1 
87 Graduated - Transfer     X 1 
89 Graduated - Transfer X   X 2 
95 Graduated - Transfer     X 1 
96 Graduated - Transfer     X 1 
98 Graduated - Transfer X     1 
103 Graduated - Transfer       0 
107 Graduated - Transfer X       
108 Graduated - Transfer     X 1 
    N = 10 N = 7 N = 9   
    37% 26% 33%   
1 Graduated - Work   X X 2 
2 Graduated - Work X X X 3 
3 Graduated - Work       0 
4 Graduated - Work   X   1 
8 Graduated - Work X     1 
20 Graduated - Work       0 
51 Graduated - Work       0 
66 Graduated - Work   X X 2 
71 Graduated - Work       0 
102 Graduated - Work X     1 
    N = 3 N = 4 N = 3   
    30% 40% 30%   
            





















Respondents  Subgroup 
INVOLVEMENT 
Total Responses  participating in 




faculty, staff, etc.  
            
6 Enrolled in CC - 45 credits + X X   2 
12 Enrolled in CC - 45 credits + X X   1 
13 Enrolled in CC - 45 credits + X X   1 
14 Enrolled in CC - 45 credits + X X X 2 
15 Enrolled in CC - 45 credits +       0 
16 Enrolled in CC - 45 credits + X X     
17 Enrolled in CC - 45 credits +     X 2 
19 Enrolled in CC - 45 credits + X X   1 
21 Enrolled in CC - 45 credits +       0 
22 Enrolled in CC - 45 credits + X X X 3 
23 Enrolled in CC - 45 credits + X X   1 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits +       0 
27 Enrolled in CC - 45 credits + X X   2 
28 Enrolled in CC - 45 credits +       1 
30 Enrolled in CC - 45 credits +     X 1 
31 Enrolled in CC - 45 credits + X X   1 
32 Enrolled in CC - 45 credits + X X   1 
33 Enrolled in CC - 45 credits +         
34 Enrolled in CC - 45 credits + X X   1 
35 Enrolled in CC - 45 credits +       0 
36 Enrolled in CC - 45 credits + X X   2 
37 Enrolled in CC - 45 credits + X X X 2 
38 Enrolled in CC - 45 credits +       1 
39 Enrolled in CC - 45 credits + X X   1 
40 Enrolled in CC - 45 credits +       1 
41 Enrolled in CC - 45 credits + X X   1 
42 Enrolled in CC - 45 credits + X X   2 
43 Enrolled in CC - 45 credits + X X   1 
44 Enrolled in CC - 45 credits +       0 
45 Enrolled in CC - 45 credits + X X X 2 
46 Enrolled in CC - 45 credits + X X   1 
47 Enrolled in CC - 45 credits +     X 1 
48 Enrolled in CC - 45 credits + X X   2 
49 Enrolled in CC - 45 credits + X X   2 
50 Enrolled in CC - 45 credits + X X X 2 
53 Enrolled in CC - 45 credits +       1 
55 Enrolled in CC - 45 credits + X X   2 
58 Enrolled in CC - 45 credits +       1 
59 Enrolled in CC - 45 credits + X   X 2 
60 Enrolled in CC - 45 credits +       0 
61 Enrolled in CC - 45 credits +       0 
62 Enrolled in CC - 45 credits + X   X 2 
63 Enrolled in CC - 45 credits +       1 
64 Enrolled in CC - 45 credits +       0 
67 Enrolled in CC - 45 credits + X   X 3 
68 Enrolled in CC - 45 credits +       1 
72 Enrolled in CC - 45 credits + X     1 
73 Enrolled in CC - 45 credits + X   X 3 
74 Enrolled in CC - 45 credits + X     1 
75 Enrolled in CC - 45 credits + X     2 
77 Enrolled in CC - 45 credits + X     1 
78 Enrolled in CC - 45 credits +     X 1 
79 Enrolled in CC - 45 credits +       0 
80 Enrolled in CC - 45 credits + X     2 
82 Enrolled in CC - 45 credits + X   X 2 
84 Enrolled in CC - 45 credits + X   X 3 
85 Enrolled in CC - 45 credits +       0 
88 Enrolled in CC - 45 credits + X   X 2 
90 Enrolled in CC - 45 credits +     X 3 
91 Enrolled in CC - 45 credits + X     1 
92 Enrolled in CC - 45 credits + X   X 2 
93 Enrolled in CC - 45 credits +       0 
94 Enrolled in CC - 45 credits + X     1 
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97 Enrolled in CC - 45 credits +       1 
99 Enrolled in CC - 45 credits +     X 1 
100 Enrolled in CC - 45 credits + X     2 
101 Enrolled in CC - 45 credits +       0 
104 Enrolled in CC - 45 credits + X     2 
105 Enrolled in CC - 45 credits +       0 
106 Enrolled in CC - 45 credits + X   X 2 
    N = 42 N = 25 N = 20   
    59% 35 28%   
5 Graduated - Transfer X X   1 
7 Graduated - Transfer       0 
9 Graduated - Transfer X X   1 
10 Graduated - Transfer X X X 2 
11 Graduated - Transfer       1 
18 Graduated - Transfer X X   1 
25 Graduated - Transfer X X   2 
29 Graduated - Transfer       0 
52 Graduated - Transfer X X X 2 
54 Graduated - Transfer       0 
56 Graduated - Transfer X X X 3 
57 Graduated - Transfer X     1 
65 Graduated - Transfer X     2 
69 Graduated - Transfer       1 
70 Graduated - Transfer X     1 
76 Graduated - Transfer X   X 2 
81 Graduated - Transfer     X 1 
83 Graduated - Transfer       1 
86 Graduated - Transfer X     2 
87 Graduated - Transfer X   X 2 
89 Graduated - Transfer X   X 2 
95 Graduated - Transfer       0 
96 Graduated - Transfer X     1 
98 Graduated - Transfer       0 
103 Graduated - Transfer       0 
107 Graduated - Transfer       1 
108 Graduated - Transfer X   X 2 
    N = 16 N = 7 N = 8   
    59% 26% 30%   
1 Graduated - Work X X X 3 
2 Graduated - Work X X   1 
3 Graduated - Work X X X 3 
4 Graduated - Work X X X 2 
8 Graduated - Work X X X 3 
20 Graduated - Work X X   1 
51 Graduated - Work       1 
66 Graduated - Work       0 
71 Graduated - Work     X 1 
102 Graduated - Work       0 
    N = 6 N = 6 N = 5   
    60% 60% 50%   
            



















CI Problem Solving  
 
Respondents  Subgroup 
PROBLEM SOLVING  
Total 
Responses  
ability to determine the 
right opportunities for 
myself 
ability to take advantage of 
things provided by 
faculty/staff and apply to 
their betterment  
          
6 Enrolled in CC - 45 credits + X X 2 
12 Enrolled in CC - 45 credits +   X 1 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits + X X 2 
15 Enrolled in CC - 45 credits +     0 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits + X X 2 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits +     0 
23 Enrolled in CC - 45 credits + X X 2 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits + X   1 
27 Enrolled in CC - 45 credits +   X 1 
28 Enrolled in CC - 45 credits +     0 
30 Enrolled in CC - 45 credits +   X 1 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits + X   1 
33 Enrolled in CC - 45 credits +   X 1 
34 Enrolled in CC - 45 credits + X   1 
35 Enrolled in CC - 45 credits +     0 
36 Enrolled in CC - 45 credits +     0 
37 Enrolled in CC - 45 credits + X X 2 
38 Enrolled in CC - 45 credits +     0 
39 Enrolled in CC - 45 credits +   X 1 
40 Enrolled in CC - 45 credits + X   1 
41 Enrolled in CC - 45 credits +     0 
42 Enrolled in CC - 45 credits +   X 1 
43 Enrolled in CC - 45 credits + X   1 
44 Enrolled in CC - 45 credits +     0 
45 Enrolled in CC - 45 credits +   X 1 
46 Enrolled in CC - 45 credits + X   1 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits + X   1 
49 Enrolled in CC - 45 credits +   X 1 
50 Enrolled in CC - 45 credits +     0 
53 Enrolled in CC - 45 credits +     0 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits +     0 
59 Enrolled in CC - 45 credits +     0 
60 Enrolled in CC - 45 credits + X X 2 
61 Enrolled in CC - 45 credits +     0 
62 Enrolled in CC - 45 credits +     0 
63 Enrolled in CC - 45 credits + X X 2 
64 Enrolled in CC - 45 credits + X   1 
67 Enrolled in CC - 45 credits +   X 1 
68 Enrolled in CC - 45 credits + X   1 
72 Enrolled in CC - 45 credits +   X 1 
73 Enrolled in CC - 45 credits + X   1 
74 Enrolled in CC - 45 credits +   X 1 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits + X X 2 
78 Enrolled in CC - 45 credits + X X 2 
79 Enrolled in CC - 45 credits + X X 2 
80 Enrolled in CC - 45 credits +   X 1 
82 Enrolled in CC - 45 credits + X   1 
84 Enrolled in CC - 45 credits +   X 1 
85 Enrolled in CC - 45 credits + X X 2 
88 Enrolled in CC - 45 credits +     0 
90 Enrolled in CC - 45 credits +     0 
91 Enrolled in CC - 45 credits +   X 1 
92 Enrolled in CC - 45 credits + X X 2 
93 Enrolled in CC - 45 credits +     0 
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94 Enrolled in CC - 45 credits + X   1 
97 Enrolled in CC - 45 credits +     0 
99 Enrolled in CC - 45 credits +     0 
100 Enrolled in CC - 45 credits +   X 1 
101 Enrolled in CC - 45 credits +     0 
104 Enrolled in CC - 45 credits +       
105 Enrolled in CC - 45 credits +   X 1 
106 Enrolled in CC - 45 credits +     0 
    N = 24 N = 28   
    34% 40%   
5 Graduated - Transfer     0 
7 Graduated - Transfer X X 2 
9 Graduated - Transfer X   1 
10 Graduated - Transfer   X 1 
11 Graduated - Transfer X X 2 
18 Graduated - Transfer     0 
25 Graduated - Transfer     0 
29 Graduated - Transfer X   1 
52 Graduated - Transfer     0 
54 Graduated - Transfer   X 1 
56 Graduated - Transfer     0 
57 Graduated - Transfer     0 
65 Graduated - Transfer X   1 
69 Graduated - Transfer     0 
70 Graduated - Transfer     0 
76 Graduated - Transfer X X 2 
81 Graduated - Transfer   X 1 
83 Graduated - Transfer   X 1 
86 Graduated - Transfer X X 2 
87 Graduated - Transfer   X 1 
89 Graduated - Transfer X X 2 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer   X 1 
103 Graduated - Transfer     0 
107 Graduated - Transfer   X 1 
108 Graduated - Transfer X   1 
    N = 9 N = 12   
    33% 44%   
1 Graduated - Work X X 2 
2 Graduated - Work X   1 
3 Graduated - Work X X 2 
4 Graduated - Work   X 1 
8 Graduated - Work X X 2 
20 Graduated - Work   X 1 
51 Graduated - Work X   1 
66 Graduated - Work X   1 
71 Graduated - Work     0 
102 Graduated - Work X   1 
    N = 7 N = 5   
    70% 50%   
          






























give back given 
this second 
chance  
allowed myself to 
be immersed in the 
college experience  
              
6 Enrolled in CC - 45 credits +   X X X 3 
12 Enrolled in CC - 45 credits + X       1 
13 Enrolled in CC - 45 credits +   X X X 3 
14 Enrolled in CC - 45 credits + X X     2 
15 Enrolled in CC - 45 credits +     X   1 
16 Enrolled in CC - 45 credits + X     X 2 
17 Enrolled in CC - 45 credits + X       1 
19 Enrolled in CC - 45 credits + X X     2 
21 Enrolled in CC - 45 credits + X X X   3 
22 Enrolled in CC - 45 credits +   X   X 2 
23 Enrolled in CC - 45 credits + X       1 
24 Enrolled in CC - 45 credits +         0 
26 Enrolled in CC - 45 credits + X       1 
27 Enrolled in CC - 45 credits +   X X   2 
28 Enrolled in CC - 45 credits +     X   1 
30 Enrolled in CC - 45 credits +         0 
31 Enrolled in CC - 45 credits + X X   X 3 
32 Enrolled in CC - 45 credits +         0 
33 Enrolled in CC - 45 credits + X X   X 3 
34 Enrolled in CC - 45 credits + X   X   2 
35 Enrolled in CC - 45 credits +         0 
36 Enrolled in CC - 45 credits +   X     1 
37 Enrolled in CC - 45 credits + X   X   2 
38 Enrolled in CC - 45 credits +       X 1 
39 Enrolled in CC - 45 credits +     X   1 
40 Enrolled in CC - 45 credits + X X   X 3 
41 Enrolled in CC - 45 credits +   X     1 
42 Enrolled in CC - 45 credits + X   X   2 
43 Enrolled in CC - 45 credits + X     X 2 
44 Enrolled in CC - 45 credits +         0 
45 Enrolled in CC - 45 credits +   X X X 3 
46 Enrolled in CC - 45 credits + X       1 
47 Enrolled in CC - 45 credits +       X 1 
48 Enrolled in CC - 45 credits +   X X   2 
49 Enrolled in CC - 45 credits + X   X   2 
50 Enrolled in CC - 45 credits + X X X X 4 
53 Enrolled in CC - 45 credits +     X   1 
55 Enrolled in CC - 45 credits +         0 
58 Enrolled in CC - 45 credits +     X   1 
59 Enrolled in CC - 45 credits + X   X   2 
60 Enrolled in CC - 45 credits +     X   1 
61 Enrolled in CC - 45 credits +   X   X 2 
62 Enrolled in CC - 45 credits + X     X 2 
63 Enrolled in CC - 45 credits +     X   1 
64 Enrolled in CC - 45 credits +   X X   2 
67 Enrolled in CC - 45 credits +   X X X 3 
68 Enrolled in CC - 45 credits + X     X 2 
72 Enrolled in CC - 45 credits +         0 
73 Enrolled in CC - 45 credits +   X     1 
74 Enrolled in CC - 45 credits + X   X X 3 
75 Enrolled in CC - 45 credits +       X 1 
77 Enrolled in CC - 45 credits + X X   X 3 
78 Enrolled in CC - 45 credits + X   X   2 
79 Enrolled in CC - 45 credits +   X     1 
80 Enrolled in CC - 45 credits + X       1 
82 Enrolled in CC - 45 credits + X X X   3 
84 Enrolled in CC - 45 credits +     X   1 
85 Enrolled in CC - 45 credits + X   X   2 
88 Enrolled in CC - 45 credits + X       1 
90 Enrolled in CC - 45 credits +   X   X 2 
91 Enrolled in CC - 45 credits +         0 
92 Enrolled in CC - 45 credits + X X   X 3 
93 Enrolled in CC - 45 credits +         0 
94 Enrolled in CC - 45 credits + X       1 
97 Enrolled in CC - 45 credits + X X     2 
99 Enrolled in CC - 45 credits +       X 1 
100 Enrolled in CC - 45 credits + X   X X 3 
101 Enrolled in CC - 45 credits +   X     1 
104 Enrolled in CC - 45 credits +   X X   2 
105 Enrolled in CC - 45 credits + X X   X 3 
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106 Enrolled in CC - 45 credits +     X   1 
  N = 33 N = 28 N = 29 N = 24  
  46% 39% 41% 34%  
5 Graduated - Transfer X X   X 3 
7 Graduated - Transfer     X   1 
9 Graduated - Transfer X       1 
10 Graduated - Transfer X X     2 
11 Graduated - Transfer   X   X   
18 Graduated - Transfer   X X   2 
25 Graduated - Transfer X X   X 3 
29 Graduated - Transfer X   X   2 
52 Graduated - Transfer   X   X 2 
54 Graduated - Transfer X X X X 4 
56 Graduated - Transfer X     X 2 
57 Graduated - Transfer   X X   2 
65 Graduated - Transfer X       1 
69 Graduated - Transfer     X   1 
70 Graduated - Transfer     X   1 
76 Graduated - Transfer   X     1 
81 Graduated - Transfer       X 1 
83 Graduated - Transfer   X X   2 
86 Graduated - Transfer X X     2 
87 Graduated - Transfer     X X 2 
89 Graduated - Transfer X X     2 
95 Graduated - Transfer   X X X 3 
96 Graduated - Transfer         0 
98 Graduated - Transfer       X   
103 Graduated - Transfer   X     1 
107 Graduated - Transfer X X X   3 
108 Graduated - Transfer X   X X 3 
  N = 12 N = 15 N = 12 N = 11  
  44% 56% 44% 41%  
1 Graduated - Work X     X 2 
2 Graduated - Work   X     1 
3 Graduated - Work X   X X 3 
4 Graduated - Work X       1 
8 Graduated - Work X     X 2 
20 Graduated - Work     X   1 
51 Graduated - Work   X     1 
66 Graduated - Work X   X   2 
71 Graduated - Work       X 1 
102 Graduated - Work X       1 
    N = 6 N = 2 N = 3 N = 4   
    60% 20% 30% 40%   
              






























Total Responses  
ability to prioritize 
not make the same 
mistakes 
          
6 Enrolled in CC - 45 credits +     0 
12 Enrolled in CC - 45 credits +   X 1 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits +   X 1 
15 Enrolled in CC - 45 credits + X   1 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits +   X 1 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits +     0 
23 Enrolled in CC - 45 credits +     0 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits +     0 
27 Enrolled in CC - 45 credits +     0 
28 Enrolled in CC - 45 credits +   X 1 
30 Enrolled in CC - 45 credits +   X 1 
31 Enrolled in CC - 45 credits + X   1 
32 Enrolled in CC - 45 credits +     0 
33 Enrolled in CC - 45 credits +   X 1 
34 Enrolled in CC - 45 credits + X   1 
35 Enrolled in CC - 45 credits + X   1 
36 Enrolled in CC - 45 credits +     0 
37 Enrolled in CC - 45 credits +     0 
38 Enrolled in CC - 45 credits +   X 1 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits +     0 
41 Enrolled in CC - 45 credits +     0 
42 Enrolled in CC - 45 credits +     0 
43 Enrolled in CC - 45 credits +     0 
44 Enrolled in CC - 45 credits +   X 1 
45 Enrolled in CC - 45 credits +     0 
46 Enrolled in CC - 45 credits + X   1 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits +     0 
49 Enrolled in CC - 45 credits +     0 
50 Enrolled in CC - 45 credits +   X 1 
53 Enrolled in CC - 45 credits +   X 1 
55 Enrolled in CC - 45 credits + X   1 
58 Enrolled in CC - 45 credits +   X 1 
59 Enrolled in CC - 45 credits +     0 
60 Enrolled in CC - 45 credits +   X 1 
61 Enrolled in CC - 45 credits + X   1 
62 Enrolled in CC - 45 credits +   X 1 
63 Enrolled in CC - 45 credits +     0 
64 Enrolled in CC - 45 credits +     0 
67 Enrolled in CC - 45 credits +     0 
68 Enrolled in CC - 45 credits +       
72 Enrolled in CC - 45 credits + X   1 
73 Enrolled in CC - 45 credits +   X 1 
74 Enrolled in CC - 45 credits +     0 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits +     0 
78 Enrolled in CC - 45 credits +     0 
79 Enrolled in CC - 45 credits +     0 
80 Enrolled in CC - 45 credits +   X 1 
82 Enrolled in CC - 45 credits +   X 1 
84 Enrolled in CC - 45 credits +     0 
85 Enrolled in CC - 45 credits + X   1 
88 Enrolled in CC - 45 credits + X   1 
90 Enrolled in CC - 45 credits +     0 
91 Enrolled in CC - 45 credits +     0 
92 Enrolled in CC - 45 credits +   X 1 
93 Enrolled in CC - 45 credits +     0 
94 Enrolled in CC - 45 credits + X   1 
97 Enrolled in CC - 45 credits +   X 1 
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99 Enrolled in CC - 45 credits +   X 1 
100 Enrolled in CC - 45 credits + X   1 
101 Enrolled in CC - 45 credits +     0 
104 Enrolled in CC - 45 credits +     0 
105 Enrolled in CC - 45 credits + X X 2 
106 Enrolled in CC - 45 credits +     0 
    N = 13 N = 20   
    18% 28%   
5 Graduated - Transfer   X 1 
7 Graduated - Transfer X   1 
9 Graduated - Transfer     0 
10 Graduated - Transfer     0 
11 Graduated - Transfer   X 1 
18 Graduated - Transfer     0 
25 Graduated - Transfer     0 
29 Graduated - Transfer     0 
52 Graduated - Transfer     0 
54 Graduated - Transfer     0 
56 Graduated - Transfer     0 
57 Graduated - Transfer     0 
65 Graduated - Transfer     0 
69 Graduated - Transfer X   1 
70 Graduated - Transfer   X 1 
76 Graduated - Transfer X X 2 
81 Graduated - Transfer     0 
83 Graduated - Transfer     0 
86 Graduated - Transfer     0 
87 Graduated - Transfer     0 
89 Graduated - Transfer X   1 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer     0 
103 Graduated - Transfer     0 
107 Graduated - Transfer X X 2 
108 Graduated - Transfer   X 1 
    N =  5 N = 6   
    19% 22%   
1 Graduated - Work   X 1 
2 Graduated - Work X   1 
3 Graduated - Work     0 
4 Graduated - Work X   1 
8 Graduated - Work     0 
20 Graduated - Work   X 1 
51 Graduated - Work     0 
66 Graduated - Work   X 1 
71 Graduated - Work       
102 Graduated - Work X X 2 
    N = 3 N = 4   
    30% 40%   
          




























accomplished a goal I 
originally set out for 
            
6 Enrolled in CC - 45 credits +       0 
12 Enrolled in CC - 45 credits +       0 
13 Enrolled in CC - 45 credits +         
14 Enrolled in CC - 45 credits +     X 1 
15 Enrolled in CC - 45 credits + X     1 
16 Enrolled in CC - 45 credits +     X 1 
17 Enrolled in CC - 45 credits + X     1 
19 Enrolled in CC - 45 credits + X X   2 
21 Enrolled in CC - 45 credits +       0 
22 Enrolled in CC - 45 credits +       0 
23 Enrolled in CC - 45 credits +       0 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits + X     1 
27 Enrolled in CC - 45 credits + X X   2 
28 Enrolled in CC - 45 credits +       0 
30 Enrolled in CC - 45 credits +       0 
31 Enrolled in CC - 45 credits +       0 
32 Enrolled in CC - 45 credits + X X   2 
33 Enrolled in CC - 45 credits +     X 1 
34 Enrolled in CC - 45 credits +   X   1 
35 Enrolled in CC - 45 credits +       0 
36 Enrolled in CC - 45 credits +       0 
37 Enrolled in CC - 45 credits + X     1 
38 Enrolled in CC - 45 credits +       0 
39 Enrolled in CC - 45 credits +       0 
40 Enrolled in CC - 45 credits +       0 
41 Enrolled in CC - 45 credits + X X   2 
42 Enrolled in CC - 45 credits +       0 
43 Enrolled in CC - 45 credits +       0 
44 Enrolled in CC - 45 credits +       0 
45 Enrolled in CC - 45 credits + X X   2 
46 Enrolled in CC - 45 credits +       0 
47 Enrolled in CC - 45 credits + X X   2 
48 Enrolled in CC - 45 credits +       1 
49 Enrolled in CC - 45 credits + X     0 
50 Enrolled in CC - 45 credits +   X X 2 
53 Enrolled in CC - 45 credits +       0 
55 Enrolled in CC - 45 credits +     X 1 
58 Enrolled in CC - 45 credits +   X   1 
59 Enrolled in CC - 45 credits + X     1 
60 Enrolled in CC - 45 credits +     X 1 
61 Enrolled in CC - 45 credits +       0 
62 Enrolled in CC - 45 credits +       0 
63 Enrolled in CC - 45 credits +       0 
64 Enrolled in CC - 45 credits + X     1 
67 Enrolled in CC - 45 credits +   X   1 
68 Enrolled in CC - 45 credits +       0 
72 Enrolled in CC - 45 credits +       0 
73 Enrolled in CC - 45 credits +       0 
74 Enrolled in CC - 45 credits +       0 
75 Enrolled in CC - 45 credits +       0 
77 Enrolled in CC - 45 credits +         
78 Enrolled in CC - 45 credits +       0 
79 Enrolled in CC - 45 credits +   X   1 
80 Enrolled in CC - 45 credits +       0 
82 Enrolled in CC - 45 credits +       0 
84 Enrolled in CC - 45 credits +   X   1 
85 Enrolled in CC - 45 credits +       0 
88 Enrolled in CC - 45 credits +       0 
90 Enrolled in CC - 45 credits +   X   1 
91 Enrolled in CC - 45 credits + X     1 
92 Enrolled in CC - 45 credits +       0 
93 Enrolled in CC - 45 credits +       0 
94 Enrolled in CC - 45 credits + X X   2 
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97 Enrolled in CC - 45 credits +       0 
99 Enrolled in CC - 45 credits +   X   1 
100 Enrolled in CC - 45 credits +       0 
101 Enrolled in CC - 45 credits + X   X 0 
104 Enrolled in CC - 45 credits + X     1 
105 Enrolled in CC - 45 credits + X     1 
106 Enrolled in CC - 45 credits +       0 
    N = 18 N = 15 N = 7   
    25% 21% 10%   
5 Graduated - Transfer X     1 
7 Graduated - Transfer   X   1 
9 Graduated - Transfer       0 
10 Graduated - Transfer   X X 2 
11 Graduated - Transfer       0 
18 Graduated - Transfer   X X 2 
25 Graduated - Transfer       0 
29 Graduated - Transfer X     1 
52 Graduated - Transfer   X   1 
54 Graduated - Transfer       0 
56 Graduated - Transfer X     1 
57 Graduated - Transfer       0 
65 Graduated - Transfer   X   1 
69 Graduated - Transfer         
70 Graduated - Transfer   X   1 
76 Graduated - Transfer     X 1 
81 Graduated - Transfer X     1 
83 Graduated - Transfer X   X 2 
86 Graduated - Transfer X X   2 
87 Graduated - Transfer X     1 
89 Graduated - Transfer     X 1 
95 Graduated - Transfer       0 
96 Graduated - Transfer X     1 
98 Graduated - Transfer       0 
103 Graduated - Transfer   X   1 
107 Graduated - Transfer     X 1 
108 Graduated - Transfer   X   1 
    N = 8  N = 9 N = 6   
    30% 33% 22%   
1 Graduated - Work   X   1 
2 Graduated - Work     X 1 
3 Graduated - Work   X   1 
4 Graduated - Work       0 
8 Graduated - Work X     1 
20 Graduated - Work X     1 
51 Graduated - Work         
66 Graduated - Work     X 1 
71 Graduated - Work       0 
102 Graduated - Work X     1 
    N = 3 N = 2 N = 2   
    30% 20% 20%   
            




























institution to students 
            
6 Enrolled in CC - 45 credits +       0 
12 Enrolled in CC - 45 credits + X X   2 
13 Enrolled in CC - 45 credits +       0 
14 Enrolled in CC - 45 credits + X     1 
15 Enrolled in CC - 45 credits +   X   1 
16 Enrolled in CC - 45 credits + X X   2 
17 Enrolled in CC - 45 credits + X     1 
19 Enrolled in CC - 45 credits +   X   1 
21 Enrolled in CC - 45 credits + X     1 
22 Enrolled in CC - 45 credits + X     1 
23 Enrolled in CC - 45 credits +       0 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits +   X   1 
27 Enrolled in CC - 45 credits +     X 1 
28 Enrolled in CC - 45 credits +       0 
30 Enrolled in CC - 45 credits +   X X 2 
31 Enrolled in CC - 45 credits + X     1 
32 Enrolled in CC - 45 credits +       0 
33 Enrolled in CC - 45 credits + X   X 2 
34 Enrolled in CC - 45 credits +       0 
35 Enrolled in CC - 45 credits + X     1 
36 Enrolled in CC - 45 credits +   X   1 
37 Enrolled in CC - 45 credits + X     1 
38 Enrolled in CC - 45 credits +     X 1 
39 Enrolled in CC - 45 credits +   X X 2 
40 Enrolled in CC - 45 credits +       0 
41 Enrolled in CC - 45 credits +       0 
42 Enrolled in CC - 45 credits +   X   1 
43 Enrolled in CC - 45 credits +       0 
44 Enrolled in CC - 45 credits + X     1 
45 Enrolled in CC - 45 credits +   X   1 
46 Enrolled in CC - 45 credits +       0 
47 Enrolled in CC - 45 credits + X     1 
48 Enrolled in CC - 45 credits +   X   1 
49 Enrolled in CC - 45 credits +       0 
50 Enrolled in CC - 45 credits +       0 
53 Enrolled in CC - 45 credits +   X   1 
55 Enrolled in CC - 45 credits +       0 
58 Enrolled in CC - 45 credits +       0 
59 Enrolled in CC - 45 credits + X     1 
60 Enrolled in CC - 45 credits +       0 
61 Enrolled in CC - 45 credits +   X   1 
62 Enrolled in CC - 45 credits +       0 
63 Enrolled in CC - 45 credits +         
64 Enrolled in CC - 45 credits +   X   1 
67 Enrolled in CC - 45 credits +       0 
68 Enrolled in CC - 45 credits +       0 
72 Enrolled in CC - 45 credits +   X   1 
73 Enrolled in CC - 45 credits +     X 1 
74 Enrolled in CC - 45 credits + X   X 2 
75 Enrolled in CC - 45 credits +       0 
77 Enrolled in CC - 45 credits +       0 
78 Enrolled in CC - 45 credits +     X 1 
79 Enrolled in CC - 45 credits +   X   1 
80 Enrolled in CC - 45 credits + X     1 
82 Enrolled in CC - 45 credits +       0 
84 Enrolled in CC - 45 credits + X X   2 
85 Enrolled in CC - 45 credits +       0 
88 Enrolled in CC - 45 credits + X     1 
90 Enrolled in CC - 45 credits +     X 1 
91 Enrolled in CC - 45 credits + X     1 
92 Enrolled in CC - 45 credits +       0 
93 Enrolled in CC - 45 credits +     X 1 
94 Enrolled in CC - 45 credits + X     1 
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97 Enrolled in CC - 45 credits +       0 
99 Enrolled in CC - 45 credits + X     1 
100 Enrolled in CC - 45 credits +       0 
101 Enrolled in CC - 45 credits + X     1 
104 Enrolled in CC - 45 credits + X X   2 
105 Enrolled in CC - 45 credits +       0 
106 Enrolled in CC - 45 credits +       0 
    N = 22 N = 18 N = 10   
    30% 25% 14%   
5 Graduated - Transfer   X X 2 
7 Graduated - Transfer X   X 2 
9 Graduated - Transfer X   X 2 
10 Graduated - Transfer X X   2 
11 Graduated - Transfer     X 1 
18 Graduated - Transfer   X   1 
25 Graduated - Transfer X     1 
29 Graduated - Transfer       0 
52 Graduated - Transfer X   X 2 
54 Graduated - Transfer       0 
56 Graduated - Transfer       0 
57 Graduated - Transfer X   X 2 
65 Graduated - Transfer       0 
69 Graduated - Transfer X X   2 
70 Graduated - Transfer   X X 2 
76 Graduated - Transfer X     1 
81 Graduated - Transfer       0 
83 Graduated - Transfer     X 1 
86 Graduated - Transfer     X 1 
87 Graduated - Transfer X X   2 
89 Graduated - Transfer X     1 
95 Graduated - Transfer       0 
96 Graduated - Transfer       0 
98 Graduated - Transfer X   X 2 
103 Graduated - Transfer       0 
107 Graduated - Transfer   X   1 
108 Graduated - Transfer X   X 2 
    N = 12 N = 7 N = 11   
    44% 26% 41%   
1 Graduated - Work X   X 2 
2 Graduated - Work X X   2 
3 Graduated - Work       0 
4 Graduated - Work X     1 
8 Graduated - Work   X   1 
20 Graduated - Work X X   2 
51 Graduated - Work       0 
66 Graduated - Work X X   2 
71 Graduated - Work X     1 
102 Graduated - Work     X 1 
    N = 6 N = 4 N = 2   
    60% 40% 20%   
            























Total Responses  took honor 
classes 
selected by faculty/staff 
for various internship, 
program participation, 
etc. 
chance for a new 
beginning at higher 
education 
            
6 Enrolled in CC - 45 credits + X   X 2 
12 Enrolled in CC - 45 credits +       0 
13 Enrolled in CC - 45 credits +       0 
14 Enrolled in CC - 45 credits +     X 1 
15 Enrolled in CC - 45 credits + X X   2 
16 Enrolled in CC - 45 credits +       0 
17 Enrolled in CC - 45 credits +     X 1 
19 Enrolled in CC - 45 credits +       0 
21 Enrolled in CC - 45 credits +     X 1 
22 Enrolled in CC - 45 credits +       0 
23 Enrolled in CC - 45 credits +     X 1 
24 Enrolled in CC - 45 credits + X X   2 
26 Enrolled in CC - 45 credits +     X 1 
27 Enrolled in CC - 45 credits +       0 
28 Enrolled in CC - 45 credits +   X   1 
30 Enrolled in CC - 45 credits +   X   1 
31 Enrolled in CC - 45 credits + X X   2 
32 Enrolled in CC - 45 credits + X     1 
33 Enrolled in CC - 45 credits + X   X 2 
34 Enrolled in CC - 45 credits +       0 
35 Enrolled in CC - 45 credits +   X   1 
36 Enrolled in CC - 45 credits + X     1 
37 Enrolled in CC - 45 credits +     X 1 
38 Enrolled in CC - 45 credits +       0 
39 Enrolled in CC - 45 credits +       0 
40 Enrolled in CC - 45 credits +       0 
41 Enrolled in CC - 45 credits + X   X 2 
42 Enrolled in CC - 45 credits +       0 
43 Enrolled in CC - 45 credits +       0 
44 Enrolled in CC - 45 credits +     X 1 
45 Enrolled in CC - 45 credits + X     1 
46 Enrolled in CC - 45 credits +       0 
47 Enrolled in CC - 45 credits +       0 
48 Enrolled in CC - 45 credits +       0 
49 Enrolled in CC - 45 credits +       0 
50 Enrolled in CC - 45 credits +     X 1 
53 Enrolled in CC - 45 credits +       0 
55 Enrolled in CC - 45 credits +       0 
58 Enrolled in CC - 45 credits +       0 
59 Enrolled in CC - 45 credits +       0 
60 Enrolled in CC - 45 credits +       0 
61 Enrolled in CC - 45 credits +       0 
62 Enrolled in CC - 45 credits +       0 
63 Enrolled in CC - 45 credits +   X   1 
64 Enrolled in CC - 45 credits +       0 
67 Enrolled in CC - 45 credits + X   X 2 
68 Enrolled in CC - 45 credits +       0 
72 Enrolled in CC - 45 credits +       0 
73 Enrolled in CC - 45 credits + X   X 2 
74 Enrolled in CC - 45 credits +       0 
75 Enrolled in CC - 45 credits +       0 
77 Enrolled in CC - 45 credits +   X X 2 
78 Enrolled in CC - 45 credits +       0 
79 Enrolled in CC - 45 credits +       0 
80 Enrolled in CC - 45 credits +       0 
82 Enrolled in CC - 45 credits +       0 
84 Enrolled in CC - 45 credits + X X X 3 
85 Enrolled in CC - 45 credits +       0 
88 Enrolled in CC - 45 credits +   X   1 
90 Enrolled in CC - 45 credits +       0 
91 Enrolled in CC - 45 credits +   X X 2 
92 Enrolled in CC - 45 credits +       0 
93 Enrolled in CC - 45 credits +       0 
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94 Enrolled in CC - 45 credits +     X 1 
97 Enrolled in CC - 45 credits +   X   1 
99 Enrolled in CC - 45 credits +         
100 Enrolled in CC - 45 credits +   X   1 
101 Enrolled in CC - 45 credits +       0 
104 Enrolled in CC - 45 credits +   X   1 
105 Enrolled in CC - 45 credits +       0 
106 Enrolled in CC - 45 credits +     X 1 
    N = 12 N = 14 N = 18   
    17% 20% 25%   
5 Graduated - Transfer   X X 2 
7 Graduated - Transfer X X X 3 
9 Graduated - Transfer X     1 
10 Graduated - Transfer   X   1 
11 Graduated - Transfer   X   1 
18 Graduated - Transfer       0 
25 Graduated - Transfer X     1 
29 Graduated - Transfer       0 
52 Graduated - Transfer       0 
54 Graduated - Transfer     X 1 
56 Graduated - Transfer       0 
57 Graduated - Transfer       0 
65 Graduated - Transfer       0 
69 Graduated - Transfer     X 1 
70 Graduated - Transfer   X   1 
76 Graduated - Transfer       0 
81 Graduated - Transfer   X   1 
83 Graduated - Transfer       0 
86 Graduated - Transfer   X   1 
87 Graduated - Transfer       0 
89 Graduated - Transfer         
95 Graduated - Transfer   X   1 
96 Graduated - Transfer   X   1 
98 Graduated - Transfer   X X 2 
103 Graduated - Transfer X X   2 
107 Graduated - Transfer       0 
108 Graduated - Transfer     X 1 
    N  = 4 N = 11 N = 6   
    15% 41% 22%   
1 Graduated - Work       0 
2 Graduated - Work X     1 
3 Graduated - Work       0 
4 Graduated - Work     X 1 
8 Graduated - Work     X 1 
20 Graduated - Work X   X 2 
51 Graduated - Work       0 
66 Graduated - Work       0 
71 Graduated - Work       0 
102 Graduated - Work       0 
    N - 2 N = 0 N = 3   
    20% 0% 30%   
            



















CI Previous College Knowledge  
 
Respondent Subgroup 
PREVIOUS KNOWLEDGE OF COLLEGE 
Total Responses  think about my prior college 
experiences and what worked or 
didn't 
know the importance of 
asking for help 
          
6 Enrolled in CC - 45 credits +     0 
12 Enrolled in CC - 45 credits +     0 
13 Enrolled in CC - 45 credits + X   1 
14 Enrolled in CC - 45 credits +     0 
15 Enrolled in CC - 45 credits +   X 1 
16 Enrolled in CC - 45 credits + X   1 
17 Enrolled in CC - 45 credits +     0 
19 Enrolled in CC - 45 credits + X   1 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits +     0 
23 Enrolled in CC - 45 credits +   X 0 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits + X   1 
27 Enrolled in CC - 45 credits +   X 0 
28 Enrolled in CC - 45 credits +     0 
30 Enrolled in CC - 45 credits + X   1 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits +     0 
33 Enrolled in CC - 45 credits +     0 
34 Enrolled in CC - 45 credits +     0 
35 Enrolled in CC - 45 credits +   X 0 
36 Enrolled in CC - 45 credits +     0 
37 Enrolled in CC - 45 credits + X   1 
38 Enrolled in CC - 45 credits +     0 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits + X   1 
41 Enrolled in CC - 45 credits + X   1 
42 Enrolled in CC - 45 credits +   X 1 
43 Enrolled in CC - 45 credits +     0 
44 Enrolled in CC - 45 credits +     0 
45 Enrolled in CC - 45 credits +     0 
46 Enrolled in CC - 45 credits +   X 1 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits + X   1 
49 Enrolled in CC - 45 credits +     0 
50 Enrolled in CC - 45 credits + X   1 
53 Enrolled in CC - 45 credits + X   1 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits +     0 
59 Enrolled in CC - 45 credits +     0 
60 Enrolled in CC - 45 credits + X X 2 
61 Enrolled in CC - 45 credits +     0 
62 Enrolled in CC - 45 credits +     0 
63 Enrolled in CC - 45 credits +   X 1 
64 Enrolled in CC - 45 credits + X   1 
67 Enrolled in CC - 45 credits +     0 
68 Enrolled in CC - 45 credits + X   1 
72 Enrolled in CC - 45 credits +     0 
73 Enrolled in CC - 45 credits + X   1 
74 Enrolled in CC - 45 credits +     0 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits +     0 
78 Enrolled in CC - 45 credits +   X 1 
79 Enrolled in CC - 45 credits +     0 
80 Enrolled in CC - 45 credits +     0 
82 Enrolled in CC - 45 credits +     0 
84 Enrolled in CC - 45 credits +     0 
85 Enrolled in CC - 45 credits +     0 
88 Enrolled in CC - 45 credits +   X 1 
90 Enrolled in CC - 45 credits + X   1 
91 Enrolled in CC - 45 credits +     0 
92 Enrolled in CC - 45 credits + X   1 
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93 Enrolled in CC - 45 credits +     0 
94 Enrolled in CC - 45 credits + X   1 
97 Enrolled in CC - 45 credits +     0 
99 Enrolled in CC - 45 credits +     0 
100 Enrolled in CC - 45 credits +   X 1 
101 Enrolled in CC - 45 credits +     0 
104 Enrolled in CC - 45 credits +     0 
105 Enrolled in CC - 45 credits +   X 1 
106 Enrolled in CC - 45 credits +     0 
    N = 18 N = 12   
    25% 17%   
5 Graduated - Transfer     0 
7 Graduated - Transfer X   1 
9 Graduated - Transfer   X 1 
10 Graduated - Transfer X   1 
11 Graduated - Transfer     0 
18 Graduated - Transfer     0 
25 Graduated - Transfer     0 
29 Graduated - Transfer     0 
52 Graduated - Transfer     0 
54 Graduated - Transfer X   1 
56 Graduated - Transfer   X 1 
57 Graduated - Transfer X   1 
65 Graduated - Transfer     0 
69 Graduated - Transfer     0 
70 Graduated - Transfer     0 
76 Graduated - Transfer X   1 
81 Graduated - Transfer X   1 
83 Graduated - Transfer     0 
86 Graduated - Transfer     0 
87 Graduated - Transfer     0 
89 Graduated - Transfer     0 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer X   1 
103 Graduated - Transfer     0 
107 Graduated - Transfer X   1 
108 Graduated - Transfer X   1 
    N = 9 N = 2   
    33% 7%   
1 Graduated - Work     0 
2 Graduated - Work X   1 
3 Graduated - Work     0 
4 Graduated - Work   X 1 
8 Graduated - Work     0 
20 Graduated - Work X   1 
51 Graduated - Work     0 
66 Graduated - Work     0 
71 Graduated - Work X X 2 
102 Graduated - Work     0 
    N = 3 N = 2   
    30% 20%   
          






















KNOWLEDGE Total Responses 
failing is OK 
    
6 Enrolled in CC - 45 credits + X 1 
12 Enrolled in CC - 45 credits +  0 
13 Enrolled in CC - 45 credits +  0 
14 Enrolled in CC - 45 credits + X 1 
15 Enrolled in CC - 45 credits + X 1 
16 Enrolled in CC - 45 credits + X 1 
17 Enrolled in CC - 45 credits +  0 
19 Enrolled in CC - 45 credits +  0 
21 Enrolled in CC - 45 credits +  0 
22 Enrolled in CC - 45 credits + X 1 
23 Enrolled in CC - 45 credits +  0 
24 Enrolled in CC - 45 credits + X 1 
26 Enrolled in CC - 45 credits + X 1 
27 Enrolled in CC - 45 credits + X 1 
28 Enrolled in CC - 45 credits +  0 
30 Enrolled in CC - 45 credits +  0 
31 Enrolled in CC - 45 credits +  0 
32 Enrolled in CC - 45 credits +  0 
33 Enrolled in CC - 45 credits + X 1 
34 Enrolled in CC - 45 credits +  0 
35 Enrolled in CC - 45 credits +  0 
36 Enrolled in CC - 45 credits + X 1 
37 Enrolled in CC - 45 credits +  0 
38 Enrolled in CC - 45 credits +  0 
39 Enrolled in CC - 45 credits + X 1 
40 Enrolled in CC - 45 credits + X 1 
41 Enrolled in CC - 45 credits + X 1 
42 Enrolled in CC - 45 credits +  0 
43 Enrolled in CC - 45 credits + X 1 
44 Enrolled in CC - 45 credits + X 1 
45 Enrolled in CC - 45 credits + X 1 
46 Enrolled in CC - 45 credits + X 1 
47 Enrolled in CC - 45 credits + X 1 
48 Enrolled in CC - 45 credits + X 1 
49 Enrolled in CC - 45 credits +  0 
50 Enrolled in CC - 45 credits + X 1 
53 Enrolled in CC - 45 credits + X 1 
55 Enrolled in CC - 45 credits + X 1 
58 Enrolled in CC - 45 credits +  0 
59 Enrolled in CC - 45 credits + X 1 
60 Enrolled in CC - 45 credits +  0 
61 Enrolled in CC - 45 credits + X 1 
62 Enrolled in CC - 45 credits + X 1 
63 Enrolled in CC - 45 credits +  0 
64 Enrolled in CC - 45 credits +  0 
67 Enrolled in CC - 45 credits + X 1 
68 Enrolled in CC - 45 credits +  0 
72 Enrolled in CC - 45 credits +  0 
73 Enrolled in CC - 45 credits + X 1 
74 Enrolled in CC - 45 credits +  0 
75 Enrolled in CC - 45 credits + X 1 
77 Enrolled in CC - 45 credits + X 1 
78 Enrolled in CC - 45 credits + X 1 
79 Enrolled in CC - 45 credits +  0 
80 Enrolled in CC - 45 credits + X 1 
82 Enrolled in CC - 45 credits + X 1 
84 Enrolled in CC - 45 credits + X 1 
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85 Enrolled in CC - 45 credits + X 1 
88 Enrolled in CC - 45 credits + X 1 
90 Enrolled in CC - 45 credits + X 1 
91 Enrolled in CC - 45 credits +  0 
92 Enrolled in CC - 45 credits + X 1 
93 Enrolled in CC - 45 credits +  0 
94 Enrolled in CC - 45 credits + X 1 
97 Enrolled in CC - 45 credits +  0 
99 Enrolled in CC - 45 credits + X 1 
100 Enrolled in CC - 45 credits +  0 
101 Enrolled in CC - 45 credits +  0 
104 Enrolled in CC - 45 credits +  0 
105 Enrolled in CC - 45 credits + X 1 
106 Enrolled in CC - 45 credits +  0 
  N = 40  
  56%  
5 Graduated - Transfer  0 
7 Graduated - Transfer  0 
9 Graduated - Transfer  0 
10 Graduated - Transfer  0 
11 Graduated - Transfer X 1 
18 Graduated - Transfer X 1 
25 Graduated - Transfer X 1 
29 Graduated - Transfer X 1 
52 Graduated - Transfer X 1 
54 Graduated - Transfer X 1 
56 Graduated - Transfer X 1 
57 Graduated - Transfer  0 
65 Graduated - Transfer X 1 
69 Graduated - Transfer  0 
70 Graduated - Transfer  0 
76 Graduated - Transfer X 1 
81 Graduated - Transfer  0 
83 Graduated - Transfer X 1 
86 Graduated - Transfer  0 
87 Graduated - Transfer  0 
89 Graduated - Transfer  0 
95 Graduated - Transfer  0 
96 Graduated - Transfer X 1 
98 Graduated - Transfer X 1 
103 Graduated - Transfer X 1 
107 Graduated - Transfer X 2 
108 Graduated - Transfer  0 
  N = 14  
  52%  
1 Graduated - Work  0 
2 Graduated - Work  0 
3 Graduated - Work  0 
4 Graduated - Work X 1 
8 Graduated - Work X 1 
20 Graduated - Work X 1 
51 Graduated - Work  0 
66 Graduated - Work  0 
71 Graduated - Work X 1 
102 Graduated - Work X 1 
 
 N = 5  
 
 50%      















Total Responses  have the confidence in myself with 
education 
        
6 Enrolled in CC - 45 credits + X 1 
12 Enrolled in CC - 45 credits + X 1 
13 Enrolled in CC - 45 credits + X 1 
14 Enrolled in CC - 45 credits + X 1 
15 Enrolled in CC - 45 credits +   0 
16 Enrolled in CC - 45 credits + X 1 
17 Enrolled in CC - 45 credits + X 1 
19 Enrolled in CC - 45 credits + X 1 
21 Enrolled in CC - 45 credits + X 1 
22 Enrolled in CC - 45 credits +   0 
23 Enrolled in CC - 45 credits + X 1 
24 Enrolled in CC - 45 credits +   0 
26 Enrolled in CC - 45 credits +   0 
27 Enrolled in CC - 45 credits + X 1 
28 Enrolled in CC - 45 credits +   0 
30 Enrolled in CC - 45 credits + X 1 
31 Enrolled in CC - 45 credits +   0 
32 Enrolled in CC - 45 credits +   0 
33 Enrolled in CC - 45 credits + X 1 
34 Enrolled in CC - 45 credits +   0 
35 Enrolled in CC - 45 credits +   0 
36 Enrolled in CC - 45 credits + X 1 
37 Enrolled in CC - 45 credits +   0 
38 Enrolled in CC - 45 credits + X 1 
39 Enrolled in CC - 45 credits + X 1 
40 Enrolled in CC - 45 credits +   0 
41 Enrolled in CC - 45 credits +   0 
42 Enrolled in CC - 45 credits + X 1 
43 Enrolled in CC - 45 credits +   0 
44 Enrolled in CC - 45 credits +   0 
45 Enrolled in CC - 45 credits +   0 
46 Enrolled in CC - 45 credits +   0 
47 Enrolled in CC - 45 credits + X 1 
48 Enrolled in CC - 45 credits +   0 
49 Enrolled in CC - 45 credits +   0 
50 Enrolled in CC - 45 credits + X 1 
53 Enrolled in CC - 45 credits + X 1 
55 Enrolled in CC - 45 credits +   0 
58 Enrolled in CC - 45 credits +   0 
59 Enrolled in CC - 45 credits + X 1 
60 Enrolled in CC - 45 credits +   0 
61 Enrolled in CC - 45 credits +   0 
62 Enrolled in CC - 45 credits + X 1 
63 Enrolled in CC - 45 credits +   0 
64 Enrolled in CC - 45 credits +   0 
67 Enrolled in CC - 45 credits +   0 
68 Enrolled in CC - 45 credits +   0 
72 Enrolled in CC - 45 credits +   0 
73 Enrolled in CC - 45 credits +   0 
74 Enrolled in CC - 45 credits +   0 
75 Enrolled in CC - 45 credits +   0 
77 Enrolled in CC - 45 credits +   0 
78 Enrolled in CC - 45 credits +   0 
79 Enrolled in CC - 45 credits +   0 
80 Enrolled in CC - 45 credits +   0 
82 Enrolled in CC - 45 credits +   0 
84 Enrolled in CC - 45 credits +   0 
85 Enrolled in CC - 45 credits + X 1 
88 Enrolled in CC - 45 credits +   0 
90 Enrolled in CC - 45 credits + X 1 
91 Enrolled in CC - 45 credits + X 1 
92 Enrolled in CC - 45 credits +   0 
93 Enrolled in CC - 45 credits +   0 
94 Enrolled in CC - 45 credits + X 1 
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97 Enrolled in CC - 45 credits + X 1 
99 Enrolled in CC - 45 credits +   0 
100 Enrolled in CC - 45 credits + X 1 
101 Enrolled in CC - 45 credits + X 1 
104 Enrolled in CC - 45 credits +   0 
105 Enrolled in CC - 45 credits +   0 
106 Enrolled in CC - 45 credits +   0 
    N = 28   
    39%   
5 Graduated - Transfer   0 
7 Graduated - Transfer X 1 
9 Graduated - Transfer X 1 
10 Graduated - Transfer   0 
11 Graduated - Transfer X 1 
18 Graduated - Transfer   0 
25 Graduated - Transfer X 1 
29 Graduated - Transfer   0 
52 Graduated - Transfer   0 
54 Graduated - Transfer   0 
56 Graduated - Transfer   0 
57 Graduated - Transfer   0 
65 Graduated - Transfer   0 
69 Graduated - Transfer   0 
70 Graduated - Transfer   0 
76 Graduated - Transfer X 1 
81 Graduated - Transfer   0 
83 Graduated - Transfer X 1 
86 Graduated - Transfer   0 
87 Graduated - Transfer X 1 
89 Graduated - Transfer   0 
95 Graduated - Transfer X 1 
96 Graduated - Transfer   0 
98 Graduated - Transfer   0 
103 Graduated - Transfer   0 
107 Graduated - Transfer X 1 
108 Graduated - Transfer X 1 
    N = 10   
   37%   
1 Graduated - Work   0 
2 Graduated - Work X 1 
3 Graduated - Work   0 
4 Graduated - Work X 1 
8 Graduated - Work X 1 
20 Graduated - Work   0 
51 Graduated - Work   0 
66 Graduated - Work   0 
71 Graduated - Work X 1 
102 Graduated - Work X 10 
    N = 5   
    50%   
        



















CI Sense of Belonging  
 
Respondent Subgroup 
SENSE OF BELONGING 
Total Responses  feeling connected to 
faculty, staff, and/or the 
college 
felt like I mattered 
          
6 Enrolled in CC - 45 credits + X   1 
12 Enrolled in CC - 45 credits +     0 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits + X   1 
15 Enrolled in CC - 45 credits +     0 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits + X   1 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits + X X 2 
22 Enrolled in CC - 45 credits +     0 
23 Enrolled in CC - 45 credits +   X 1 
24 Enrolled in CC - 45 credits + X   1 
26 Enrolled in CC - 45 credits +     0 
27 Enrolled in CC - 45 credits + X   1 
28 Enrolled in CC - 45 credits +     0 
30 Enrolled in CC - 45 credits + X   1 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits + X   1 
33 Enrolled in CC - 45 credits +     0 
34 Enrolled in CC - 45 credits +     0 
35 Enrolled in CC - 45 credits + X   1 
36 Enrolled in CC - 45 credits +   X 1 
37 Enrolled in CC - 45 credits + X   1 
38 Enrolled in CC - 45 credits + X   1 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits +     0 
41 Enrolled in CC - 45 credits + X   1 
42 Enrolled in CC - 45 credits + X   1 
43 Enrolled in CC - 45 credits + X   1 
44 Enrolled in CC - 45 credits +   X 1 
45 Enrolled in CC - 45 credits +     0 
46 Enrolled in CC - 45 credits +   X 1 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits +     0 
49 Enrolled in CC - 45 credits +   X 1 
50 Enrolled in CC - 45 credits + X   1 
53 Enrolled in CC - 45 credits + X   1 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits + X   1 
59 Enrolled in CC - 45 credits +   X 1 
60 Enrolled in CC - 45 credits +     0 
61 Enrolled in CC - 45 credits + X   1 
62 Enrolled in CC - 45 credits +   X 1 
63 Enrolled in CC - 45 credits +     0 
64 Enrolled in CC - 45 credits +     0 
67 Enrolled in CC - 45 credits +     0 
68 Enrolled in CC - 45 credits +     0 
72 Enrolled in CC - 45 credits +   X 1 
73 Enrolled in CC - 45 credits +     0 
74 Enrolled in CC - 45 credits + X   1 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits +   X 1 
78 Enrolled in CC - 45 credits +     0 
79 Enrolled in CC - 45 credits + X   1 
80 Enrolled in CC - 45 credits + X   1 
82 Enrolled in CC - 45 credits + X   1 
84 Enrolled in CC - 45 credits +   X 1 
85 Enrolled in CC - 45 credits +     0 
88 Enrolled in CC - 45 credits +     0 
90 Enrolled in CC - 45 credits +     0 
91 Enrolled in CC - 45 credits +     0 
92 Enrolled in CC - 45 credits +     0 
93 Enrolled in CC - 45 credits + X   1 
94 Enrolled in CC - 45 credits +     0 
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97 Enrolled in CC - 45 credits +   X 1 
99 Enrolled in CC - 45 credits +     0 
100 Enrolled in CC - 45 credits +     0 
101 Enrolled in CC - 45 credits + X   1 
104 Enrolled in CC - 45 credits +     0 
105 Enrolled in CC - 45 credits +     0 
106 Enrolled in CC - 45 credits +     0 
    N = 24 N = 12   
    34% 17%   
5 Graduated - Transfer   X 1 
7 Graduated - Transfer     0 
9 Graduated - Transfer X   1 
10 Graduated - Transfer     0 
11 Graduated - Transfer X X 2 
18 Graduated - Transfer X   1 
25 Graduated - Transfer     0 
29 Graduated - Transfer X   1 
52 Graduated - Transfer X X 2 
54 Graduated - Transfer     0 
56 Graduated - Transfer X   1 
57 Graduated - Transfer     0 
65 Graduated - Transfer X   1 
69 Graduated - Transfer X X 2 
70 Graduated - Transfer     0 
76 Graduated - Transfer     0 
81 Graduated - Transfer     0 
83 Graduated - Transfer     0 
86 Graduated - Transfer     0 
87 Graduated - Transfer     0 
89 Graduated - Transfer X   1 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer     0 
103 Graduated - Transfer   X 1 
107 Graduated - Transfer   X 1 
108 Graduated - Transfer X   1 
    N = 10 N = 6   
    37% 22%   
1 Graduated - Work     0 
2 Graduated - Work   X 1 
3 Graduated - Work X   1 
4 Graduated - Work     0 
8 Graduated - Work   X 1 
20 Graduated - Work     0 
51 Graduated - Work     0 
66 Graduated - Work X   1 
71 Graduated - Work     0 
102 Graduated - Work   X 1 
    N = 2  N = 3   
    20% 30%   
          



















CI Community College Experience  
 
Respondent Subgroup 
CC EXPERIENCE  
Total Responses  presented opportunities where I 
can hone skills 
        
6 Enrolled in CC - 45 credits + X 1 
12 Enrolled in CC - 45 credits +   0 
13 Enrolled in CC - 45 credits + X 1 
14 Enrolled in CC - 45 credits + X 1 
15 Enrolled in CC - 45 credits +   0 
16 Enrolled in CC - 45 credits + X 1 
17 Enrolled in CC - 45 credits +   0 
19 Enrolled in CC - 45 credits +   0 
21 Enrolled in CC - 45 credits +   0 
22 Enrolled in CC - 45 credits +   0 
23 Enrolled in CC - 45 credits + X 1 
24 Enrolled in CC - 45 credits +   0 
26 Enrolled in CC - 45 credits +     
27 Enrolled in CC - 45 credits + X 1 
28 Enrolled in CC - 45 credits +   0 
30 Enrolled in CC - 45 credits + X 1 
31 Enrolled in CC - 45 credits +   0 
32 Enrolled in CC - 45 credits +   0 
33 Enrolled in CC - 45 credits + X 1 
34 Enrolled in CC - 45 credits +   0 
35 Enrolled in CC - 45 credits + X 1 
36 Enrolled in CC - 45 credits +   0 
37 Enrolled in CC - 45 credits + X 1 
38 Enrolled in CC - 45 credits + X 1 
39 Enrolled in CC - 45 credits +   0 
40 Enrolled in CC - 45 credits +   0 
41 Enrolled in CC - 45 credits +   0 
42 Enrolled in CC - 45 credits + X 1 
43 Enrolled in CC - 45 credits +   0 
44 Enrolled in CC - 45 credits + X 1 
45 Enrolled in CC - 45 credits +   0 
46 Enrolled in CC - 45 credits +   0 
47 Enrolled in CC - 45 credits +   0 
48 Enrolled in CC - 45 credits + X 1 
49 Enrolled in CC - 45 credits +   0 
50 Enrolled in CC - 45 credits + X 1 
53 Enrolled in CC - 45 credits +   0 
55 Enrolled in CC - 45 credits +   0 
58 Enrolled in CC - 45 credits +   0 
59 Enrolled in CC - 45 credits +   0 
60 Enrolled in CC - 45 credits + X 1 
61 Enrolled in CC - 45 credits + X 1 
62 Enrolled in CC - 45 credits + X 1 
63 Enrolled in CC - 45 credits +   0 
64 Enrolled in CC - 45 credits +   0 
67 Enrolled in CC - 45 credits + X 1 
68 Enrolled in CC - 45 credits +   0 
72 Enrolled in CC - 45 credits +   0 
73 Enrolled in CC - 45 credits +   0 
74 Enrolled in CC - 45 credits +   0 
75 Enrolled in CC - 45 credits + X 1 
77 Enrolled in CC - 45 credits +   0 
78 Enrolled in CC - 45 credits +   0 
79 Enrolled in CC - 45 credits + X 1 
80 Enrolled in CC - 45 credits + X 1 
82 Enrolled in CC - 45 credits + X 1 
84 Enrolled in CC - 45 credits +   0 
85 Enrolled in CC - 45 credits +   0 
88 Enrolled in CC - 45 credits + X 1 
90 Enrolled in CC - 45 credits +   0 
91 Enrolled in CC - 45 credits + X 1 
92 Enrolled in CC - 45 credits +   0 
93 Enrolled in CC - 45 credits +   0 
94 Enrolled in CC - 45 credits +   0 
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97 Enrolled in CC - 45 credits +   0 
99 Enrolled in CC - 45 credits +   0 
100 Enrolled in CC - 45 credits +   0 
101 Enrolled in CC - 45 credits + X 1 
104 Enrolled in CC - 45 credits +   0 
105 Enrolled in CC - 45 credits +   0 
106 Enrolled in CC - 45 credits +   0 
    N = 26   
    37%   
5 Graduated - Transfer   0 
7 Graduated - Transfer X 1 
9 Graduated - Transfer   0 
10 Graduated - Transfer X 1 
11 Graduated - Transfer   0 
18 Graduated - Transfer   0 
25 Graduated - Transfer X 1 
29 Graduated - Transfer X 1 
52 Graduated - Transfer   0 
54 Graduated - Transfer X 1 
56 Graduated - Transfer X 1 
57 Graduated - Transfer   0 
65 Graduated - Transfer X 1 
69 Graduated - Transfer X 1 
70 Graduated - Transfer   0 
76 Graduated - Transfer   0 
81 Graduated - Transfer X 1 
83 Graduated - Transfer   0 
86 Graduated - Transfer   0 
87 Graduated - Transfer X 1 
89 Graduated - Transfer   0 
95 Graduated - Transfer X 1 
96 Graduated - Transfer   0 
98 Graduated - Transfer X 1 
103 Graduated - Transfer   0 
107 Graduated - Transfer X 1 
108 Graduated - Transfer   0 
    N = 13   
    48%   
1 Graduated - Work X 1 
2 Graduated - Work   0 
3 Graduated - Work   0 
4 Graduated - Work   0 
8 Graduated - Work X 1 
20 Graduated - Work X 1 
51 Graduated - Work X 1 
66 Graduated - Work   0 
71 Graduated - Work   0 
102 Graduated - Work   0 
    N = 4   
    40%   
        



















CI Interaction with Others 
 
Respondent  Subgroup 
INTERACTION WITH OTHERS 
Total 
Responses  guidance from 
faculty & staff 
getting to know 




            
6 Enrolled in CC - 45 credits +     X 1 
12 Enrolled in CC - 45 credits +     X 1 
13 Enrolled in CC - 45 credits +   X   1 
14 Enrolled in CC - 45 credits + X     1 
15 Enrolled in CC - 45 credits +       0 
16 Enrolled in CC - 45 credits + X   X 2 
17 Enrolled in CC - 45 credits +   X   1 
19 Enrolled in CC - 45 credits +   X   1 
21 Enrolled in CC - 45 credits +     X 1 
22 Enrolled in CC - 45 credits + X     1 
23 Enrolled in CC - 45 credits + X     1 
24 Enrolled in CC - 45 credits +       0 
26 Enrolled in CC - 45 credits +     X 1 
27 Enrolled in CC - 45 credits + X   X 2 
28 Enrolled in CC - 45 credits +       0 
30 Enrolled in CC - 45 credits +     X 1 
31 Enrolled in CC - 45 credits +       0 
32 Enrolled in CC - 45 credits + X X   2 
33 Enrolled in CC - 45 credits +       0 
34 Enrolled in CC - 45 credits + X X   2 
35 Enrolled in CC - 45 credits +   X X 2 
36 Enrolled in CC - 45 credits + X X   2 
37 Enrolled in CC - 45 credits +       0 
38 Enrolled in CC - 45 credits +   X X 2 
39 Enrolled in CC - 45 credits +     X 1 
40 Enrolled in CC - 45 credits + X X   2 
41 Enrolled in CC - 45 credits +     X 1 
42 Enrolled in CC - 45 credits +   X   1 
43 Enrolled in CC - 45 credits + X   X 2 
44 Enrolled in CC - 45 credits +   X   1 
45 Enrolled in CC - 45 credits + X   X 2 
46 Enrolled in CC - 45 credits +     X 1 
47 Enrolled in CC - 45 credits + X X X 3 
48 Enrolled in CC - 45 credits + X     1 
49 Enrolled in CC - 45 credits + X X   2 
50 Enrolled in CC - 45 credits +     X 1 
53 Enrolled in CC - 45 credits + X     1 
55 Enrolled in CC - 45 credits +       0 
58 Enrolled in CC - 45 credits +       0 
59 Enrolled in CC - 45 credits + X   X 2 
60 Enrolled in CC - 45 credits +     X 1 
61 Enrolled in CC - 45 credits + X X   2 
62 Enrolled in CC - 45 credits +       0 
63 Enrolled in CC - 45 credits + X   X 2 
64 Enrolled in CC - 45 credits +     X 1 
67 Enrolled in CC - 45 credits +     X 1 
68 Enrolled in CC - 45 credits + X     1 
72 Enrolled in CC - 45 credits +   X   1 
73 Enrolled in CC - 45 credits +       0 
74 Enrolled in CC - 45 credits +   X   1 
75 Enrolled in CC - 45 credits +     X 1 
77 Enrolled in CC - 45 credits +   X X 2 
78 Enrolled in CC - 45 credits +       0 
79 Enrolled in CC - 45 credits +   X   1 
80 Enrolled in CC - 45 credits + X     1 
82 Enrolled in CC - 45 credits +       0 
84 Enrolled in CC - 45 credits + X   X 2 
85 Enrolled in CC - 45 credits +   X   1 
88 Enrolled in CC - 45 credits +   X   1 
90 Enrolled in CC - 45 credits +       0 
91 Enrolled in CC - 45 credits + X X   2 
92 Enrolled in CC - 45 credits +   X   1 
93 Enrolled in CC - 45 credits +     X 1 
94 Enrolled in CC - 45 credits +       0 
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97 Enrolled in CC - 45 credits +     X 1 
99 Enrolled in CC - 45 credits +       0 
100 Enrolled in CC - 45 credits + X     1 
101 Enrolled in CC - 45 credits +     X 1 
104 Enrolled in CC - 45 credits +       0 
105 Enrolled in CC - 45 credits + X     1 
106 Enrolled in CC - 45 credits +       0 
    N = 24 N = 22 N = 27   
    34% 31% 38%   
5 Graduated - Transfer X     1 
7 Graduated - Transfer       0 
9 Graduated - Transfer       0 
10 Graduated - Transfer X X X 3 
11 Graduated - Transfer   X   1 
18 Graduated - Transfer       0 
25 Graduated - Transfer X     1 
29 Graduated - Transfer X X   2 
52 Graduated - Transfer     X 1 
54 Graduated - Transfer   X X 2 
56 Graduated - Transfer     X 1 
57 Graduated - Transfer X     1 
65 Graduated - Transfer X   X 2 
69 Graduated - Transfer     X 1 
70 Graduated - Transfer       0 
76 Graduated - Transfer       0 
81 Graduated - Transfer   X   1 
83 Graduated - Transfer       0 
86 Graduated - Transfer   X   1 
87 Graduated - Transfer X     1 
89 Graduated - Transfer       0 
95 Graduated - Transfer   X   1 
96 Graduated - Transfer   X X 2 
98 Graduated - Transfer   X   1 
103 Graduated - Transfer   X   1 
107 Graduated - Transfer   X   1 
108 Graduated - Transfer     X 1 
    N = 7 N = 11 N = 8   
    26% 41% 30%   
1 Graduated - Work   X   1 
2 Graduated - Work       0 
3 Graduated - Work   X X 2 
4 Graduated - Work X     1 
8 Graduated - Work   X   1 
20 Graduated - Work   X   1 
51 Graduated - Work   X   1 
66 Graduated - Work       0 
71 Graduated - Work X     1 
102 Graduated - Work       0 
    N =2 N = 5 N = 1   
    20% 50% 10%   
            
























Total Responses  
remedial courses 
information wasn't clear 
when I applied 
          
6 Enrolled in CC - 45 credits +     0 
12 Enrolled in CC - 45 credits +     0 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits +     0 
15 Enrolled in CC - 45 credits +     0 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits +     0 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits +     0 
23 Enrolled in CC - 45 credits +     0 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits +     0 
27 Enrolled in CC - 45 credits +     0 
28 Enrolled in CC - 45 credits +     0 
30 Enrolled in CC - 45 credits +     0 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits +   X 1 
33 Enrolled in CC - 45 credits +     0 
34 Enrolled in CC - 45 credits +     0 
35 Enrolled in CC - 45 credits +     0 
36 Enrolled in CC - 45 credits + X   1 
37 Enrolled in CC - 45 credits +     0 
38 Enrolled in CC - 45 credits +     0 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits +     0 
41 Enrolled in CC - 45 credits +     0 
42 Enrolled in CC - 45 credits +     0 
43 Enrolled in CC - 45 credits +     0 
44 Enrolled in CC - 45 credits +     0 
45 Enrolled in CC - 45 credits + X   1 
46 Enrolled in CC - 45 credits +     0 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits +     0 
49 Enrolled in CC - 45 credits +     0 
50 Enrolled in CC - 45 credits +     0 
53 Enrolled in CC - 45 credits +   X 1 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits +     0 
59 Enrolled in CC - 45 credits +     0 
60 Enrolled in CC - 45 credits +     0 
61 Enrolled in CC - 45 credits +     0 
62 Enrolled in CC - 45 credits +     0 
63 Enrolled in CC - 45 credits +     0 
64 Enrolled in CC - 45 credits +     0 
67 Enrolled in CC - 45 credits +     0 
68 Enrolled in CC - 45 credits +     0 
72 Enrolled in CC - 45 credits +     0 
73 Enrolled in CC - 45 credits +     0 
74 Enrolled in CC - 45 credits +     0 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits +     0 
78 Enrolled in CC - 45 credits +     0 
79 Enrolled in CC - 45 credits +     0 
80 Enrolled in CC - 45 credits +     0 
82 Enrolled in CC - 45 credits +     0 
84 Enrolled in CC - 45 credits +     0 
85 Enrolled in CC - 45 credits +     0 
88 Enrolled in CC - 45 credits +     0 
90 Enrolled in CC - 45 credits +     0 
91 Enrolled in CC - 45 credits +     0 
92 Enrolled in CC - 45 credits +     0 
93 Enrolled in CC - 45 credits +     0 
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94 Enrolled in CC - 45 credits + X   1 
97 Enrolled in CC - 45 credits +     0 
99 Enrolled in CC - 45 credits +     0 
100 Enrolled in CC - 45 credits +     0 
101 Enrolled in CC - 45 credits +     0 
104 Enrolled in CC - 45 credits +     0 
105 Enrolled in CC - 45 credits +     0 
106 Enrolled in CC - 45 credits +     0 
    N = 3 N = 2   
    4% 1%   
5 Graduated - Transfer     0 
7 Graduated - Transfer     0 
9 Graduated - Transfer   X 1 
10 Graduated - Transfer     0 
11 Graduated - Transfer     0 
18 Graduated - Transfer     0 
25 Graduated - Transfer     0 
29 Graduated - Transfer     0 
52 Graduated - Transfer     0 
54 Graduated - Transfer     0 
56 Graduated - Transfer     0 
57 Graduated - Transfer     0 
65 Graduated - Transfer     0 
69 Graduated - Transfer     0 
70 Graduated - Transfer     0 
76 Graduated - Transfer     0 
81 Graduated - Transfer     0 
83 Graduated - Transfer     0 
86 Graduated - Transfer     0 
87 Graduated - Transfer     0 
89 Graduated - Transfer     0 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer     0 
103 Graduated - Transfer     0 
107 Graduated - Transfer X   1 
108 Graduated - Transfer     0 
    N = 1 N = 1   
    4% 4%   
1 Graduated - Work     0 
2 Graduated - Work     0 
3 Graduated - Work     0 
4 Graduated - Work     0 
8 Graduated - Work     0 
20 Graduated - Work     0 
51 Graduated - Work     0 
66 Graduated - Work     0 
71 Graduated - Work     0 
102 Graduated - Work     0 
    N = 0 N = 0   
    0% 0%   
          























Total Responses  travel time to 
campus 
needed to take 
several trains/buses 
          
6 Enrolled in CC - 45 credits +     0 
12 Enrolled in CC - 45 credits +     0 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits +     0 
15 Enrolled in CC - 45 credits +     0 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits +     0 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits +     0 
23 Enrolled in CC - 45 credits +     0 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits +     0 
27 Enrolled in CC - 45 credits + X   1 
28 Enrolled in CC - 45 credits +     0 
30 Enrolled in CC - 45 credits +     0 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits +     0 
33 Enrolled in CC - 45 credits +     0 
34 Enrolled in CC - 45 credits +     0 
35 Enrolled in CC - 45 credits + X   1 
36 Enrolled in CC - 45 credits +     0 
37 Enrolled in CC - 45 credits +     0 
38 Enrolled in CC - 45 credits +     0 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits +   X 1 
41 Enrolled in CC - 45 credits +     0 
42 Enrolled in CC - 45 credits +     0 
43 Enrolled in CC - 45 credits +     0 
44 Enrolled in CC - 45 credits +     0 
45 Enrolled in CC - 45 credits +     0 
46 Enrolled in CC - 45 credits +     0 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits +   X 1 
49 Enrolled in CC - 45 credits +     0 
50 Enrolled in CC - 45 credits +     0 
53 Enrolled in CC - 45 credits + X   1 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits +     0 
59 Enrolled in CC - 45 credits +   X 1 
60 Enrolled in CC - 45 credits +     0 
61 Enrolled in CC - 45 credits +     0 
62 Enrolled in CC - 45 credits +     0 
63 Enrolled in CC - 45 credits + X   1 
64 Enrolled in CC - 45 credits +     0 
67 Enrolled in CC - 45 credits +     0 
68 Enrolled in CC - 45 credits +     0 
72 Enrolled in CC - 45 credits +     0 
73 Enrolled in CC - 45 credits +     0 
74 Enrolled in CC - 45 credits +     0 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits +     0 
78 Enrolled in CC - 45 credits +     0 
79 Enrolled in CC - 45 credits +     0 
80 Enrolled in CC - 45 credits +     0 
82 Enrolled in CC - 45 credits +     0 
84 Enrolled in CC - 45 credits + X   1 
85 Enrolled in CC - 45 credits +     0 
88 Enrolled in CC - 45 credits +     0 
90 Enrolled in CC - 45 credits +     0 
91 Enrolled in CC - 45 credits +     0 
92 Enrolled in CC - 45 credits +     0 
93 Enrolled in CC - 45 credits +     0 
94 Enrolled in CC - 45 credits +     0 
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97 Enrolled in CC - 45 credits +     0 
99 Enrolled in CC - 45 credits +     0 
100 Enrolled in CC - 45 credits + X   1 
101 Enrolled in CC - 45 credits +     0 
104 Enrolled in CC - 45 credits +     0 
105 Enrolled in CC - 45 credits +     0 
106 Enrolled in CC - 45 credits +     0 
    N = 6 N = 3   
    9% 4%   
5 Graduated - Transfer   X 1 
7 Graduated - Transfer     0 
9 Graduated - Transfer     0 
10 Graduated - Transfer     0 
11 Graduated - Transfer     0 
18 Graduated - Transfer X   1 
25 Graduated - Transfer     0 
29 Graduated - Transfer     0 
52 Graduated - Transfer     0 
54 Graduated - Transfer     0 
56 Graduated - Transfer     0 
57 Graduated - Transfer     0 
65 Graduated - Transfer     0 
69 Graduated - Transfer X   1 
70 Graduated - Transfer     0 
76 Graduated - Transfer   X 1 
81 Graduated - Transfer     0 
83 Graduated - Transfer     0 
86 Graduated - Transfer     0 
87 Graduated - Transfer     0 
89 Graduated - Transfer     0 
95 Graduated - Transfer   X 1 
96 Graduated - Transfer     0 
98 Graduated - Transfer     0 
103 Graduated - Transfer   X 1 
107 Graduated - Transfer     0 
108 Graduated - Transfer     0 
    N = 2 N = 4   
    7% 15%   
1 Graduated - Work X   1 
2 Graduated - Work     0 
3 Graduated - Work     0 
4 Graduated - Work     0 
8 Graduated - Work X   1 
20 Graduated - Work     0 
51 Graduated - Work     0 
66 Graduated - Work     0 
71 Graduated - Work     0 
102 Graduated - Work     0 
    N = 2 N = 0   
    20% 0%   
          
























thought it wasn't a good school 
        
6 Enrolled in CC - 45 credits +   0 
12 Enrolled in CC - 45 credits +   0 
13 Enrolled in CC - 45 credits +   0 
14 Enrolled in CC - 45 credits +   0 
15 Enrolled in CC - 45 credits + X 1 
16 Enrolled in CC - 45 credits +   0 
17 Enrolled in CC - 45 credits +     
19 Enrolled in CC - 45 credits +   0 
21 Enrolled in CC - 45 credits + X 1 
22 Enrolled in CC - 45 credits +   0 
23 Enrolled in CC - 45 credits +   0 
24 Enrolled in CC - 45 credits +   0 
26 Enrolled in CC - 45 credits +   0 
27 Enrolled in CC - 45 credits +   0 
28 Enrolled in CC - 45 credits +   0 
30 Enrolled in CC - 45 credits +   0 
31 Enrolled in CC - 45 credits +   0 
32 Enrolled in CC - 45 credits +   0 
33 Enrolled in CC - 45 credits +   0 
34 Enrolled in CC - 45 credits +   0 
35 Enrolled in CC - 45 credits +   0 
36 Enrolled in CC - 45 credits +   0 
37 Enrolled in CC - 45 credits +   0 
38 Enrolled in CC - 45 credits +   0 
39 Enrolled in CC - 45 credits +   0 
40 Enrolled in CC - 45 credits +   0 
41 Enrolled in CC - 45 credits +   0 
42 Enrolled in CC - 45 credits +   0 
43 Enrolled in CC - 45 credits +   0 
44 Enrolled in CC - 45 credits +   0 
45 Enrolled in CC - 45 credits +   0 
46 Enrolled in CC - 45 credits +   0 
47 Enrolled in CC - 45 credits +   0 
48 Enrolled in CC - 45 credits +   0 
49 Enrolled in CC - 45 credits +   0 
50 Enrolled in CC - 45 credits + X 1 
53 Enrolled in CC - 45 credits +   0 
55 Enrolled in CC - 45 credits +   0 
58 Enrolled in CC - 45 credits +   0 
59 Enrolled in CC - 45 credits +   0 
60 Enrolled in CC - 45 credits + X 1 
61 Enrolled in CC - 45 credits +   0 
62 Enrolled in CC - 45 credits +   0 
63 Enrolled in CC - 45 credits +   0 
64 Enrolled in CC - 45 credits +   0 
67 Enrolled in CC - 45 credits +   0 
68 Enrolled in CC - 45 credits +   0 
72 Enrolled in CC - 45 credits +   0 
73 Enrolled in CC - 45 credits +   0 
74 Enrolled in CC - 45 credits +   0 
75 Enrolled in CC - 45 credits +   0 
77 Enrolled in CC - 45 credits +   0 
78 Enrolled in CC - 45 credits +   0 
79 Enrolled in CC - 45 credits +   0 
80 Enrolled in CC - 45 credits +   0 
82 Enrolled in CC - 45 credits +   0 
84 Enrolled in CC - 45 credits +   0 
85 Enrolled in CC - 45 credits +   0 
88 Enrolled in CC - 45 credits + X 1 
90 Enrolled in CC - 45 credits +   0 
91 Enrolled in CC - 45 credits +   0 
92 Enrolled in CC - 45 credits +   0 
93 Enrolled in CC - 45 credits +   0 
94 Enrolled in CC - 45 credits +   0 
97 Enrolled in CC - 45 credits +   0 
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99 Enrolled in CC - 45 credits +   0 
100 Enrolled in CC - 45 credits +   0 
101 Enrolled in CC - 45 credits +   0 
104 Enrolled in CC - 45 credits + X 1 
105 Enrolled in CC - 45 credits +   0 
106 Enrolled in CC - 45 credits +   0 
    N = 6   
    9%   
5 Graduated - Transfer   0 
7 Graduated - Transfer   0 
9 Graduated - Transfer   0 
10 Graduated - Transfer   0 
11 Graduated - Transfer   0 
18 Graduated - Transfer   0 
25 Graduated - Transfer   0 
29 Graduated - Transfer   0 
52 Graduated - Transfer   0 
54 Graduated - Transfer   0 
56 Graduated - Transfer   0 
57 Graduated - Transfer   0 
65 Graduated - Transfer   0 
69 Graduated - Transfer   0 
70 Graduated - Transfer   0 
76 Graduated - Transfer   0 
81 Graduated - Transfer   0 
83 Graduated - Transfer   0 
86 Graduated - Transfer   0 
87 Graduated - Transfer   0 
89 Graduated - Transfer   0 
95 Graduated - Transfer   0 
96 Graduated - Transfer   0 
98 Graduated - Transfer   0 
103 Graduated - Transfer   0 
107 Graduated - Transfer   0 
108 Graduated - Transfer X 1 
    N = 1   
    4%   
1 Graduated - Work   0 
2 Graduated - Work   0 
3 Graduated - Work   0 
4 Graduated - Work   0 
8 Graduated - Work   0 
20 Graduated - Work   0 
51 Graduated - Work   0 
66 Graduated - Work   0 
71 Graduated - Work   0 
102 Graduated - Work   0 
    N = 0   
    0%   
        




















CI Fear of Failure Again  
 
Respondent Subgroup 
FEAR OF FAILURE AGAIN 
Total Responses  
fell into same habits failed my first test 
          
6 Enrolled in CC - 45 credits +     0 
12 Enrolled in CC - 45 credits + X   1 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits +     0 
15 Enrolled in CC - 45 credits +     0 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits +     0 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits + X   1 
23 Enrolled in CC - 45 credits +     0 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits + X   1 
27 Enrolled in CC - 45 credits +     0 
28 Enrolled in CC - 45 credits +     0 
30 Enrolled in CC - 45 credits +   X 1 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits +     0 
33 Enrolled in CC - 45 credits +     0 
34 Enrolled in CC - 45 credits + X   1 
35 Enrolled in CC - 45 credits +     0 
36 Enrolled in CC - 45 credits +     0 
37 Enrolled in CC - 45 credits +     0 
38 Enrolled in CC - 45 credits +     0 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits +     0 
41 Enrolled in CC - 45 credits +     0 
42 Enrolled in CC - 45 credits +     0 
43 Enrolled in CC - 45 credits +     0 
44 Enrolled in CC - 45 credits +     0 
45 Enrolled in CC - 45 credits +     0 
46 Enrolled in CC - 45 credits + X   1 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits +     0 
49 Enrolled in CC - 45 credits +     0 
50 Enrolled in CC - 45 credits +     0 
53 Enrolled in CC - 45 credits +     0 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits +     0 
59 Enrolled in CC - 45 credits +     0 
60 Enrolled in CC - 45 credits +     0 
61 Enrolled in CC - 45 credits +     0 
62 Enrolled in CC - 45 credits +     0 
63 Enrolled in CC - 45 credits +     0 
64 Enrolled in CC - 45 credits +     0 
67 Enrolled in CC - 45 credits +   X 1 
68 Enrolled in CC - 45 credits + X   1 
72 Enrolled in CC - 45 credits +     0 
73 Enrolled in CC - 45 credits +     0 
74 Enrolled in CC - 45 credits +     0 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits +     0 
78 Enrolled in CC - 45 credits +     0 
79 Enrolled in CC - 45 credits +     0 
80 Enrolled in CC - 45 credits +     0 
82 Enrolled in CC - 45 credits +     0 
84 Enrolled in CC - 45 credits + X   1 
85 Enrolled in CC - 45 credits +     0 
88 Enrolled in CC - 45 credits +     0 
90 Enrolled in CC - 45 credits +     0 
91 Enrolled in CC - 45 credits +     0 
92 Enrolled in CC - 45 credits +     0 
93 Enrolled in CC - 45 credits +     0 
94 Enrolled in CC - 45 credits +     0 
97 Enrolled in CC - 45 credits +     0 
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99 Enrolled in CC - 45 credits +     0 
100 Enrolled in CC - 45 credits +     0 
101 Enrolled in CC - 45 credits + X   1 
104 Enrolled in CC - 45 credits +   X 1 
105 Enrolled in CC - 45 credits +     0 
106 Enrolled in CC - 45 credits +     0 
    N = 8 N = 3   
    11% 4%   
5 Graduated - Transfer     0 
7 Graduated - Transfer     0 
9 Graduated - Transfer     0 
10 Graduated - Transfer     0 
11 Graduated - Transfer   X 1 
18 Graduated - Transfer     0 
25 Graduated - Transfer     0 
29 Graduated - Transfer     0 
52 Graduated - Transfer X   1 
54 Graduated - Transfer     0 
56 Graduated - Transfer     0 
57 Graduated - Transfer     0 
65 Graduated - Transfer     0 
69 Graduated - Transfer     0 
70 Graduated - Transfer   X 1 
76 Graduated - Transfer     0 
81 Graduated - Transfer     0 
83 Graduated - Transfer     0 
86 Graduated - Transfer     0 
87 Graduated - Transfer   X 1 
89 Graduated - Transfer     0 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer X   1 
103 Graduated - Transfer     0 
107 Graduated - Transfer     0 
108 Graduated - Transfer     0 
    N = 2 N = 3   
    7% 11%   
1 Graduated - Work X   1 
2 Graduated - Work     0 
3 Graduated - Work X   1 
4 Graduated - Work     0 
8 Graduated - Work     0 
20 Graduated - Work     0 
51 Graduated - Work     0 
66 Graduated - Work     0 
71 Graduated - Work     0 
102 Graduated - Work     0 
    N = 2 N = 0   
    20% 0%   
          
























LACK OF CONFIDENCE 
Total Responses  worried couldn't do the 
work 
thought I couldn't succeed in 
college 
          
6 Enrolled in CC - 45 credits +     0 
12 Enrolled in CC - 45 credits +     0 
13 Enrolled in CC - 45 credits +     0 
14 Enrolled in CC - 45 credits +     0 
15 Enrolled in CC - 45 credits +     0 
16 Enrolled in CC - 45 credits +     0 
17 Enrolled in CC - 45 credits +     0 
19 Enrolled in CC - 45 credits +     0 
21 Enrolled in CC - 45 credits +     0 
22 Enrolled in CC - 45 credits +   X 1 
23 Enrolled in CC - 45 credits +     0 
24 Enrolled in CC - 45 credits +     0 
26 Enrolled in CC - 45 credits +     0 
27 Enrolled in CC - 45 credits + X   1 
28 Enrolled in CC - 45 credits +     0 
30 Enrolled in CC - 45 credits + X   1 
31 Enrolled in CC - 45 credits +     0 
32 Enrolled in CC - 45 credits +     0 
33 Enrolled in CC - 45 credits + X   1 
34 Enrolled in CC - 45 credits +     0 
35 Enrolled in CC - 45 credits +     0 
36 Enrolled in CC - 45 credits +     0 
37 Enrolled in CC - 45 credits +     0 
38 Enrolled in CC - 45 credits +     0 
39 Enrolled in CC - 45 credits +     0 
40 Enrolled in CC - 45 credits +     0 
41 Enrolled in CC - 45 credits +     0 
42 Enrolled in CC - 45 credits +     0 
43 Enrolled in CC - 45 credits +     0 
44 Enrolled in CC - 45 credits +     0 
45 Enrolled in CC - 45 credits +     0 
46 Enrolled in CC - 45 credits +     0 
47 Enrolled in CC - 45 credits +     0 
48 Enrolled in CC - 45 credits +     0 
49 Enrolled in CC - 45 credits +     0 
50 Enrolled in CC - 45 credits + X   1 
53 Enrolled in CC - 45 credits +     0 
55 Enrolled in CC - 45 credits +     0 
58 Enrolled in CC - 45 credits + X   1 
59 Enrolled in CC - 45 credits +     0 
60 Enrolled in CC - 45 credits +     0 
61 Enrolled in CC - 45 credits +     0 
62 Enrolled in CC - 45 credits +     0 
63 Enrolled in CC - 45 credits + X   1 
64 Enrolled in CC - 45 credits +     0 
67 Enrolled in CC - 45 credits +     0 
68 Enrolled in CC - 45 credits +     0 
72 Enrolled in CC - 45 credits +     0 
73 Enrolled in CC - 45 credits +     0 
74 Enrolled in CC - 45 credits +   X 1 
75 Enrolled in CC - 45 credits +     0 
77 Enrolled in CC - 45 credits +     0 
78 Enrolled in CC - 45 credits +   X 1 
79 Enrolled in CC - 45 credits +     0 
80 Enrolled in CC - 45 credits +     0 
82 Enrolled in CC - 45 credits +   X 1 
84 Enrolled in CC - 45 credits +     0 
85 Enrolled in CC - 45 credits +     0 
88 Enrolled in CC - 45 credits +     0 
90 Enrolled in CC - 45 credits + X   1 
91 Enrolled in CC - 45 credits +     0 
92 Enrolled in CC - 45 credits +     0 
93 Enrolled in CC - 45 credits +     0 
94 Enrolled in CC - 45 credits + X   1 
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97 Enrolled in CC - 45 credits +     0 
99 Enrolled in CC - 45 credits +     0 
100 Enrolled in CC - 45 credits +     0 
101 Enrolled in CC - 45 credits +     0 
104 Enrolled in CC - 45 credits + X   1 
105 Enrolled in CC - 45 credits +     0 
106 Enrolled in CC - 45 credits +     0 
    N = 9 N = 4   
    13% 6%   
5 Graduated - Transfer     0 
7 Graduated - Transfer X   1 
9 Graduated - Transfer   X 1 
10 Graduated - Transfer     0 
11 Graduated - Transfer     0 
18 Graduated - Transfer     0 
25 Graduated - Transfer     0 
29 Graduated - Transfer     0 
52 Graduated - Transfer     0 
54 Graduated - Transfer     0 
56 Graduated - Transfer     0 
57 Graduated - Transfer     0 
65 Graduated - Transfer     0 
69 Graduated - Transfer     0 
70 Graduated - Transfer     0 
76 Graduated - Transfer X   1 
81 Graduated - Transfer     0 
83 Graduated - Transfer     0 
86 Graduated - Transfer     0 
87 Graduated - Transfer     0 
89 Graduated - Transfer     0 
95 Graduated - Transfer     0 
96 Graduated - Transfer     0 
98 Graduated - Transfer   X 1 
103 Graduated - Transfer     0 
107 Graduated - Transfer     0 
108 Graduated - Transfer X   1 
    N = 3 N = 2   
    11% 7%   
1 Graduated - Work X   1 
2 Graduated - Work     0 
3 Graduated - Work     0 
4 Graduated - Work     0 
8 Graduated - Work     0 
20 Graduated - Work X   1 
51 Graduated - Work     0 
66 Graduated - Work     0 
71 Graduated - Work     0 
102 Graduated - Work     0 
    N = 2 N = 0   
    20% 0%   
          

























































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Kingsborough Transfer Entrants (Spring 2014 – Spring 2017) 
 
Term New Start Transfers Non-New Start Transfers Total Transfers 
 # % # % # 
Spring 2014 532 37.4% 785 59.6% 1317 
Fall 2014 646 44.7% 800 55.3% 1446 
Spring 2015 483 37.4% 807 62.6% 1290 
Fall 2015 635 39.4% 977 60.6% 1612 
Spring 2016 465 38.7% 737 61.3% 1202 
Fall 2016 560 40.1% 835 59.9% 1395 






















New Start Fall-to-Fall Retention Rates (Fall 2013, Fall 2014, and Fall 2015) 
 
Fall 2013 
Transfers Fall 2013 
Enrolled 
Fall 2014 
Enrolled or Graduated 
 # # % 
New Start 736 394 53.5% 
Non-New 
Start 
957 517 54.0% 
Total 1693 911 53.8% 
 
Fall 2014 
Transfers Fall 2014 
Enrolled 
Fall 2015 
Enrolled or Graduated 
 # # % 
New Start 646 351 54.3% 
Non-New 
Start 
800 428 53.5% 
Total 1446 779 53.9% 
 
Fall 2015 
Transfers Fall 2015 
Enrolled 
Fall 2016 
Enrolled or Graduated 
 # # % 
New Start 635 326 51.3% 
Non-New 
Start 
977 536 54.9% 
























New Start Fall-to-Spring Retention Rates (Fall 2014, Fall 2105, and Fall 2016) 
 
Fall 2014 




 # # % 
New Start 646 483 76.1% 
Non-New 
Start 
800 726 74.3% 
Total 1446 1209 75.0% 
 
Fall 2015 




 # # % 
New Start 635 483 76.1% 
Non-New 
Start 
977 726 74.3% 
Total 1612 1209 75.0% 
 
Fall 2016 




 # # % 
New Start 560 424 75.7% 
Non-New 
Start 
835 590 70.7% 
























New Start Four-year Graduation Rates (Fall 2011, Fall 2012) 
 
Transfers Fall 2011 Enrolled 
# 
Graduated Through Summer 2015 
# % 
New Start 798 258 32.3% 
Non- New Start 923  309 33.5% 
Total 1721 567 32.9% 
 
Transfers Fall 2012 Enrolled 
# 
Graduated Through Summer 2016 
# % 
New Start 650 207 31.8% 
Non- New Start 815 297 36.4% 







































New Start Six-year Graduation Rates (Fall 2009, Fall 2010) 
 
Transfers Fall 2009 Enrolled 
# 
Graduated Through Summer 2015 
# % 
New Start 898 270 30.1% 
Non- New Start 1232  377 30.6% 
Total 2130 647 30.4% 
 
Transfers Fall 2010 Enrolled 
# 
Graduated Through Summer 2016 
# % 
New Start 612 195 31.9% 
Non- New Start 951 319 33.5% 












































2013 – 2014 2014 – 2015 2015 – 2016 
# % # % # % 
First-Time Freshman 1497 53.6% 1504 53.0% 1437 54.4% 
New Start Transfers 556 19.9% 507 17.9% 465 17.6% 
Non-New Start 
Transfers 
596 21.3% 661 23.3% 590 22.3% 
Readmits 44 1.6% 43 1.5% 26 1.0% 
Others 99 3.5% 124 4.4% 124 4.7% 




















Kingsborough Community College’s Degree and Certificate Programs 
 
Associates of Arts Degrees 
Criminal Justice Liberal Arts  
Associates of Science Degrees 
Accounting 
Early Childhood Education/ 
Child Care 
Journalism and Print Media 
Biology Earth and Planetary Sciences Mathematics 
Biotechnology Education Studies Media Arts 
Business Administration Engineering Science 







Exercise Science/ Personal 
Training 
Science for Forensics 
Community Health Fine Arts Speech Communication 
Associates of Applied Science Degrees 
Computer Science 





Nursing Retail Merchandising 
Culinary Arts 







Recreation and Recreation 
Therapy 












Alcoholism and Substance 
Abuse Counseling 
Culinary Arts and Food 
Management 
Maritime Technology: 
Marine Mechanic 
 
